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Introduction 


The title of this book is intentionally ambiguous. It might lead the reader 
to expect a collection of articles solely on handling controversial issues in 
the school curriculum and the classroom. Many of the chapters do 
discuss ways of approaching controversial issues in the classroom, and 
some of the contributions on specific issues go on to consider particular 
teaching strategies and teaching resources in a selection of controversial 
areas. But the book has an additional theme. Part of its aim is to consider 
controversy surrounding the curriculum itself. What is the “rea a 
certain new subject areas, such as Peace and Conflict Studies? S o 
unemployment be dealt with, either implicitly or explicitly, in the sc 00 
curriculum? If so, how? Indeed, should controversial issues of any kind 
be included in the school curriculum? Such key problems will be 
introduced later in this chapter, and will be discussed by different 
contributors in different ways throughout the book. These questions 
form the unifying threads in this collection of papers on controversial 
issues in the curriculum. k 

As result of the intentional ambiguity in the title, and the consequent 
wide variety of the contributions, it is hoped that the book will appeal to 
a diverse range of readers. First, the book should prove useful to teachers 
who deal with controversial issues of any kind in their own curriculum. 
To this end, a number of chapters have been written on specific issues 
which are, and have been, tackled by teachers from a spread of subject 
backgrounds. The book is intended to provoke discussion and provide 
classroom ideas, as well as offering guidelines to resources for such 
practiti 

Indeed. ihe book itself should prove a useful resource for students of 
education, whether on undergraduate, postgraduate or ENE 
courses, who wish to examine the role of controversial issues i t ; 
curriculum. Finally, for those who wish to make an ier yl sae 
controversy in the curriculum, the articles are intende is pr 
original contributions in themselves, as well as guidelines to the relevant 
literature. 

Three of the important themes running through the book be 
introduced briefly below. They are the problems of definition, o 
justification, and of approach. 
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Definition 

The first key problem in discussing controversial issues in the curriculum 
is that of deciding what is to count as a ‘controversial issue’. This may 
appear to be an academic question, but in my view it is fundamental to 
curriculum practice. At a time when people of varying political 
persuasions and from various quarters (including parents and pupils 
themselves) are demanding that controversial issues should be excluded 
from curricula, the problem of justifying their inclusion is a very real one. 
The problem of justification rests on the prior problem of definition. 

Thus the problem of deciding what constitutes a controversial issue is 
in itself controversial. For example, the decision to treat the nuclear issue 
as controversial and even to label it as an ‘issue’ at all may be seen (in 
some circles) as politically biased and problematic. Discussion of the 
meaning of ‘controversial’ is therefore a matter of some importance, and 
not simply a philosophical exercise. 

Several important views have been expressed in writing. I shall briefly 
summarise three of them, with a view to arriving at a workable definition 
of a controversial issue. 

The Humanities Curriculum Project (HCP) is well known for its efforts 
in introducing controversial issues in the school curriculum. A recent 
publication of HCP provides a useful starting point: 


The crucial problem in handling human issues is that they are controversial. By a 
controversial issue we mean one that divides students, parents and teachers 
because it involves an element of value judgement which prevents the issue being 
settled by evidence and experiment.! 


In other words a controversial issue cannot be settled by an appeal to 
facts, empirical evidence or experiment alone. It will involve matters of 
value as well as matters of fact. This definition is questioned by Dearden 
in a rigorous and carefully argued paper.” He claims that many purely 
factual matters are controversial and therefore that controversy need not 
involve value judgements. Two examples are controversies in science, eg 
whether light is particle or wave-like in nature, and controversies in 
mathematics, eg over the largest prime number. Dearden’s point must be 
granted as a ‘philosophical truth’, but surely any controversial issue 
worthy of inclusion in the whole school curriculum must involve values 
and value judgements? 

A final useful point is made by Gardner. He argues that for an issue to 
be counted as controversial it must be felt to be important. I can perhaps 
illustrate this point with an analogy from the world of football. A 
decision which gives a throw-in to the wrong side may arouse feeling but 
will hardly be described in the papers next day as controversial. 
However, a decision to allow a disputed goal or to award a crucial 
penalty in the last minute of time will generate ‘heat’. It is this factor 
which Gardner feels to be essential to a controversial issue. As he puts it: 
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‘It was controversial but no-one thought it to be of any importance’ is a 
contradiction. 


In my view, the criteria discussed above provide a working definition 
of a controversial issue, ie a controversial issue must: 

© involve value judgements, so that the issue cannot be settled by 

facts, evidence or experiment alone; 

© be considered to be important by an appreciable number of people. 
Such a definition obviously rules out certain controversial issues, eg 
scientific and mathematical controversies, by the first criterion. It also 
rules out disputes or controversies which are simply a matter of taste. 
The definition can therefore be used in deciding what counts as ‘a 
controversial issue worthy of inclusion in the school curriculum’. The 
problem of defining a controversial issue is explored fully by a number of 
other contributors to this book. 

The next question to turn to is the justification of why controversial 
issues should be included in the curriculum at all. 


Justification 


Perhaps the onus of justification should fall on those who wish to exclude 
controversial issues from the curriculum. In other words, they should 
argue the case for excluding the controversial issues of medicine, science, 
religion, and society from the education provided in the school 
curriculum. In practice, however, the case for the exclusion of conten- 
tions or controversial matters is rarely, if ever, rationally argued. It is 
simply asserted that they should not be included, thereby leaving the 
onus of justification on those who would wish to include them. 

Perhaps the best justification for including controversial issues is 
offered by Stenhouse. He argues that any ‘education’ ignoring them 
would be seriously inadequate and hardly worthy of the name. Issues 
should be tackled which are matters of ‘widespread and enduring 
significance’, Using this criterion, the topics chosen for enquiry in HCP 
were: war and society; education; the family; relations between the 
Sexes; poverty; people and work; living in cities; law and order. I would 
also have added: the provision and distribution of energy for the world’s 
People, and the appropriate use of new technologies (information 
technology and biotechnology) in mankind’s future. These are surely 
matters of ‘widespread and enduring significance’ for the next century. 

Dearden’ also argues, from a subject-centred approach, that a 
discipline in the curriculum is misrepresented if no mention is made of its 
controversial elements. Such a narrow treatment is likely to omit the 
‘historical context’ and give students a totally false impression of the 
subject. In my view, science teachers are especially guilty of misrepresen- 
tation of science, often presenting it as unproblematic, value free and 
non-controversial. 


4 Introduction 


Both the above justifications are content-based. In other words, the 
inclusion of controversial issues is justified in terms of the content of the 
material which is presented to students. An equally convincing justifi- 
cation can be based on the skills and processes which students can learn 
by examining controversies, ie a process-based justification.® Students 
can learn to weigh up evidence, to search for information, to detect bias, 
to question the validity of sources and to present their own considered 
viewpoint. The skills of communication, listening, working 
collaboratively and cooperating in group sessions can all be enhanced. 
Clearly the development of these skills will depend on the approach or 
pedagogy of the teacher. 


Teaching approach or pedagogy 


Three of the crucial notions often employed in discussing the ‘correct 
approach’ to controversial issues are the ideas of objectivity, balance and 
neutrality. All three are linked to the role of the teacher as ‘an authority’ 
in the classroom as discussed by RS Peters.” The key question in 
discussing the handling of controversial issues is this: to what extent 
should teachers act as an authority in the classroom? This question is 
especially difficult for teachers who are handling matters of value as well 
as matters of fact. 

A teacher may well be able to adopt the role of a factual authority — for 
example, in settling a dispute over the facts involved in a controversial 
issue. Thus, in discussing nuclear energy, a science teacher could usefully 
correct the mistaken belief that a nuclear reactor could (in the event of an 
accident) explode like an atomic bomb. But should he or she act as ‘an 
authority’ in settling matters of value? Clearly, a teacher who did so 
would not be acting objectively, neutrally, or in a balanced way. Should 
teachers therefore confine themselves solely to matters of fact (as science 
teachers were advised to do by Sir Keith Joseph®) and avoid, or stop short 
of, questions of value? This exhortation rests on the belief that there is a 
clear distinction between facts and values, a distinction which more than 
one contributor to this book has questioned. 

I would suggest, in this brief discussion, that the criterion of objectivity 
is extremely difficult to apply in handling controversial issues which 
involve facts, values, value-laden facts, and values dependent upon 
people’s perceptions of the facts. What could possibly constitute an 
objective viewpoint in such cases? How could a teacher apply a criterion 
of objectivity in handling a discussion of complex controversial issues, 
except perhaps by acting as an objective authority in advising on the 
occasional clear-cut matters of fact? 

The two other notions often discussed are the procedural principles of 
neutrality, and of balance. Both rather different notions are considered 
fully by a number of contributors to this collection. 
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I sincerely hope that this book will be of value to students, teachers, 
lecturers, advisers and indeed any reader with an interest in controversial 
issues and controversy within the curriculum. 

J J Wellington 
Sheffield 1986 


Notes and References 
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Chapter 1 


A strategy for handling controversial 
issues in the secondary school 


Jean Rudduck 


The school does not give people their political ideals or religious faith but the 
means to discover both for themselves. Above all it gives them scepticism so that 
they leave with the ability to doubt rather than the inclination to believe." 


Would that it were so! The critical thinking that fosters scepticism and 
independence of mind is too much absent from the curriculum of the 
comprehensive school. The man who made the statement quoted above 
was head of an independent school, and one recalls Stenhouse’s 
challenge: ‘Is the entry into critical thinking to be the privilege of an 
educated oligarchy? Is it being stifled in the state system??? 

I start with the ideas of ‘critical thinking’ and ‘independence of mind’ 
because these are the capacities which, I think, the active exploration of 
controversial issues in schools can help to develop. They are also, at least 
in embryonic form, a precondition for handling such issues. Pupils 
should be helped to approach controversy not with the expectation that 
authority figures can resolve issues for them but with a recognition of 
their right to arrive at their own judgement. 

The problem is that teachers and pupils often conspire in perpetuating 
a false security that manifests itself in a reliance on right answers and on 
a view of the expert as one who knows, rather than as one who uses 
knowledge to refocus doubt. Teachers, prompted by a kindly concern for 
the young people they teach, often over-simplify the complexities of 
living and learning; they seek to protect their pupils from uncertainty by 
holding out intellectual safety nets. Consequently it is not easy for pupils 
to escape from what Giroux calls ‘the tyranny of imposed meaning’. We 
must first strip away the layers of unexamined reality that hide behind 
‘the facts’ and help pupils and teachers sever their dependence on the 
chimera of intellectual certainty. Many teachers in their period of 
professional training have not acquired the intellectual tools they need in 
order to view knowledge as problematic. Many pupils find it hard to 
conceive of questioning adults after years of regarding knowledge as 
something that lies between the covers of an official textbook or exists 1n 


the teacher’s mind. 
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In short, the classroom has not generally been an arena for the exercise 
of critical thinking. Even academic sixth-form work, which is often 
regarded as an appropriate context for the development of intellectual 
independence, is seriously constrained by the protocols of the exami- 
nation system. A recent study sponsored by the British Library shows this 
quite clearly. An A-level teacher interviewed in the study explains how 
difficult it is to challenge the assumptions that sixth-form students bring 


to their work: 


I feel that our pupils expect that tradition of being spoon-fed. We will give them 
notes. We will give them essay plans. We will tell them exactly which pages to 
read. And they don’t seem to have the initiative themselves . . . They complain if 
they are told to go and find out about something. They expect to be told where 
and how. It’s very difficult to abandon that system when you know it works and 
pupils will get through their A-levels. And they know that that’s the system that 
got the last lot through their A-levels, so they are very loath to lose that system.* 


Another A-level teacher interviewed in the study highlights the tension 
between examination success and the development of intellectual 
independence: 

I think the problem is you have to balance whether you want results and feed the 
information or whether you want them to develop their own ideas, through 
which they tend to fail the exam.* 


Interviews with sixth-form students showed the extent of the anxiety that 
students experience when confronting diverse views and interpretations 
that are not mediated through and evaluated by their teacher. These three 
A-level students find it difficult to deal with the claims to truth made by 
different experts in books and articles and confessed in interview to being 
bewildered about how to proceed: 

I mean, there is two people there who supposedly have been paid an awful lot of 
money for writing books on it and they have two entirely different opinions. I 
mean, what am I supposed to think? 


You get one book and you find one thing and then you open another and find 
somebody else arguing a completely different thing and of course you have got to 


put that in your essay. It is a bit of a fiddly subject. 


eas and each of them have points backing 
cult, I usually try to actually make a choice 
ddle if I try and work from sort of 


Every now and again you get two id 
them up and then it starts getting diffi 
out of the two because I end up getting in a mu 
two positions.* 


Were they supposed to summarise the different positions or use them to 
formulate a personal view? These were the dilemmas. Controversiality 
was new, and it was difficult to handle. Entwistle (summarising Perry®) 
discusses the difficulty students face in moving from ‘dualistic reasoning’ 


where they believe that there is always a right and wrong answer to any 
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question, to ‘contextual relativistic reasoning’ in which the partial 
validity of contrasting interpretations of reality is accepted. The evidence 
gathered through interview in the study of academic sixth-form learning 
supports Perry’s observations. 

The comments quoted above were made by sixth-form students 
grappling on their own with controversy and finding that their 
experiences of teaching and learning so far have not equipped them to 
respond adequately. But a strategy was developed in the late sixties and 
early seventies (I was a member of the development team’) for helping 
young people handle controversial issues in a group situation. The 
strategy was not designed for the minority who pursue academic 
sixth-form work but for 14- to 16-year-old pupils in the last years of 
compulsory schooling. We felt it important that pupils should have some 
experience that would prevent them from moving from intellectual 
dependence on the authority of the teacher to intellectual dependence on 
other authority figures in their working or social lives. We wanted young 
people to recognise their right to think for themselves. Our evaluator saw 
clearly how difficult the task was likely to be: by the time they are 14, 
pupils have developed ‘a trained incapacity’ for thinking independently: 
they have been successfully socialised into a tradition of teacher 
dominance and custodial attitudes. The difficult step, initially, is 
persuading children that alternatives are possible within the school 
system as they know it. 

The starting point for our work was this question: faced with the task 
of handling controversial issues in the classroom, what strategy can the 
teacher adopt which is socially and educationally justifiable, given the 
pluralist community in which teachers work and whose future citizens 
schools have a responsibility to educate? The aim of the work was to help 
young people ‘develop an understanding of social situations and human 
acts and of the controversial value issues which they raise’, An issue was 
defined as controversial if people were divided about it and if it involved 
an element of value judgement which prevented the issue being settled by 
evidence and/or experiment alone. 

Our approach had five premises: 


1 that controversial issues should be handled in the classroom with 
adolescents; 


2 that teachers should not use their authority as a platform for 
promoting their own views; 

3 that the mode of inquiry in controversial areas should have discussion 
rather than instruction as its core; 

4 that the discussion should protect divergence of view among 
participants and not force a consensus (unle: 
necessitated a common perspective and plan); 

5 that the teacher as chairperson of the discussion should have 
responsibility for ensuring proper exploration of the issue using evidence 
as appropriate, and for quality of understanding.® 


ss of course group action 
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The distinctive features of the approach were discussion as the medium 
of group inquiry; the availability of evidence to feed the inquiry; and the 
role of the teacher as neutral chairperson in discussion. 

Discussion is, logically, an appropriate strategy for exploring con- 
troversial issues in that it supports the interplay of various perspectives 
on a closely focused issue or task and permits individual members of the 
group to arrive at their own understanding in the light of evidence that 
has been critically examined. Evidence is crucial. Without it young 
people have only their own, often limited, perspectives to draw on. 
Evidence helps them to see how other people from different backgrounds 
and in different situations experience events and talk or write about 
them. The availability of appropriate evidence gives depth and breadth to 
an inquiry. It guards against the mere ‘pooling of ignorance’ — which may 
occur in discussions of social issues which have no formalised way of 
helping pupils consider and take into account views and experiences of 
other people in society. : 

In the project, core collections of ‘evidence’ — views and experiences of 
people in different historical and social settings, presented through words 
and images — were built up round a number of topics. The materials 
(transcripts of interviews, passages from books and newspapers, repro- 
ductions of pictures, photographs, poems, statistical data, j etc.) are 
‘evidence’ in the sense that artefacts are regarded as evidence in 
archaeology: they help archaeologists to explore particular questions 
that they are curious about. In our discussions, the evidence was 
available to help the members of the working group explore and deepen 
their understanding of the issues that, as a group, they were concerned to 
explore. The topics around which balanced collections of evidence were 
gathered were all judged to be capable of raising fundamental issues 
which young people should be helped to think about in a reflective and 
Serious fashion before they leave school. The topics included the family; 
relations between the sexes; people and work; law and order; race 
relations; wealth and poverty. 

Neutral chairing was also fundamental to the approach. Our 
assumption was that schools would not want to assert an institutional 
Position on controversial issues in the face of the diversity of views held 
by teachers. We also assumed that teachers would be cautious about 
exposing their own views unless they could be sure that their authority as 
teachers would not lead pupils automatically to accept their view as the 
tight one. To adopt the view of a respected other is a beguiling 
temptation, but to do so without critical scrutiny of the foundation of 
that view, and of its strengths compared with other views, denies pupils 
the experience of thinking things out for themselves and achieving some 
depth of personal understanding. This is what primacy of conscience is 
about. 

Neutrality is not as awesome for pu 
teacher acting as a neutral chairperson is, 


pils as some teachers suspected. A 
as pupils see it, ‘just not taking 
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sides in our discussion’; he or she is acting more as a referee — a role that 
pupils can comprehend and respect. The chairperson is there to ensure 
quality and fairness in discussion. Given the complexity of the task of 
learning through discussion, sensitivity and careful chairing is a way of 
demonstrating to pupils the teacher’s respect for the seriousness of the 
task that they are engaged in. For teachers, however, neutrality did prove 
to be disturbing. They attacked it from several angles. Some supposed 
that by not expressing a personal view in the discussion teachers might be 
perceived by pupils as not caring about the issues. This is a misconcep- 
tion, for it is important to discuss with pupils why the teacher is adopting 
a procedural neutrality. Indeed, it is precisely because teachers do have 
strong personal commitments on the issues under discussion and 
recognise that pupils have a right to develop similar commitments that 
they might wish to adopt the convention of the neutral chairperson 
during classroom discussion. Other teachers felt that they were failing 
students and parents if pupils were not given positive advice — even 
though they might disagree among themselves as to what advice should 
be given: 

Students are looking, sometimes with desperation, for a lead and if it is not given, 
will only reflect the views of the society of which they are a part...a good 
teacher, like a good parent, must be loving, devoted, and anything but neutral.’ 


Teachers who took this line assumed that a consensus existed among the 
wise and the good — ie all teachers and all parents — but this is empirically 
not so except at the level of fundamental values such as respect for life, 
care of the frail, and so on. Some teachers also felt that they were 
distancing themselves from their pupils if they did not join in the 
discussion and offer their views. Interestingly, evidence from the 
evaluation of the work suggests that most pupils, once they understand 
why teachers act as neutral chairperson, are more inclined to view them 
sympathetically; they find that their teachers are, perhaps for the first 
time in their school lives, giving them time to think aloud and listening to 
what they have to say. Moreover, some pupils know a teacher’s position 
from his or her actions in other contexts. They may say: ‘She actually 
believes such and such — but she doesn’t let her view get in the way of our 
discussion’. The adoption of a procedural neutrality is a way of 
emphasising that in the context of handling controversial issues the 
teacher’s commitment is to education and not to his or her own views. 

Of course, the case for neutrality is diminished if the teacher is 
convinced that his or her view, if expressed, will be subjected to the same 
critical scrutiny as any other evidence available to the group. This 
argument is put well by Brameld: 


(The teacher) owes it to the group to indicate his (sic) preferences frankly and 
clearly, while yet making apparent that these preferences are continually subject 
to reconsideration, modification or even disapproval . . . the ethical leader does 
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everything he can to provide opportunity for expression of feeling and opinion by 
those who differ with him.!° 


What Brameld underestimates, 1 think, is the pupils readiness (see 
earlier, p. 8) to question the teacher, as well as the teacher’s readiness to 
have his or her ‘right to be sure’ undermined. As Elliott notes: 


Since in practice it is difficult for students to disassociate a teacher’s authority 
Position from his or her ‘personal knowledge’, neutrality will normally involve 
refraining from expressing his or her views in person — at least in the early stages 
of the work.!! 


Charlotte Epstein also sees the dilemma. Her aspirations were close to 
ours: 


We can educate the next generation to solve many of our problems if we are 
Be cua 
Courageous enough to free them from our own prejudices and anxieties. 


She would like teachers to express their values so that pupils ‘may know 
the roots of our teaching’ but she admits that it is ‘a very difficult part of 
the teacher’s job to make her values explicit without coercing her 
Students to adopt those values’. Her response is to work out her own 
version of classroom neutrality. 

To sum up, in devising our teaching strategy we believed: a 
1 that the fundamental educational values of rationality, imagination, 
sensitivity, readiness to listen to the views of others, and so forth, should 
be built into the principles of procedures ; 
2 that the pattern of teaching should renounce the authority of the 
teacher as an ‘expert’ capable of solving value issues, since this authority 
cannot be justified either epistemologically or politically. In short, the 
teacher must aspire to be neutral on controversial issues; 
3 that the teaching strategy should maintain the procedural authority 
of the teacher in the classroom, but should contain it within rules which 
can be justified in terms of the need for responsiveness, sensitivity and 
rigour in helping pupils to a deeper understanding; 
4 that the strategy should be such as to satisfy parents and pupils that 
every possible effort is being made to avoid the use of the teacher’s 
authority position to indoctrinate pupils with his or her own views; 
5 that the procedure should help pupils to understand how different 
People can learn constructively together through discussion and shared 
activities: in particular, that minority opinions deserve to be critically 
examined and not merely ridiculed or ignored; i : 
6 that above all, the aim should be understanding. Pupils should not 
feel any pressure to reach a firm opinion or a premature commitment. 
The object is that the pupil should come to understand the nature and 
implications of his or her point of view, grow to adult responsibility by 
adopting it in his or her own person, and assume accountability for it — 
while being prepared to reconsider it in the light of further evidence or 


experience. !3 
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Problems in practice 


In practice, the teacher, acting as neutral chairperson, would work with a 
stable group of 12 to 15 pupils for several sessions a week, helping the 
group to identify issues within topic areas that they want to discuss, and 
making available to the group evidence to help them focus, deepen and 
extend their inquiries. In the approach, simple and straightforward as it 
seems in summary, teachers have to take on board a number of 
challenges: they have to think about the technique of group work — in 
particular about helping children to free themselves from the role- 
determining labels that they carry over from other areas of school work; 
they have to think about ways of building continuity from one session to 
the next in order to avoid the dismissive complaint: ‘Oh, we did ‘War’ 
last week’; they have to think about the way that different kinds of 
evidence (photographs, cartoons, poems, newspaper articles, paintings) 
can be valued and criticised; they have to legitimise the pupils’ right to be 
uncertain and the group’s right to be thoughtful; they have to think 
about the nature of understanding and how it can be assessed if the work 
is to be examined; and they have to think how to monitor their own 
performance as an aspiring neutral chairperson. 

As the work progressed in schools we were able to document the 
difficulties that teachers and pupils met in attempting to handle 
controversial issues through discussion.'* For example, in relation to the 
technique of group work, experienced teachers drew up a list of common 
problems that inhibited the development of discussion. This meant that 
teachers embarking on the work could at least be alerted to the likely 
pitfalls. These were the common problems identified: 

© pupils’ tendency to depend on the teacher rather than to take 

initiatives themselves or be prepared to learn from each other; 

@ dominant pupils; 

© individual pupils who are used by the group as a scapegoat or who 

become the object of ridicule; 
silent pupils; 
isolates; 
polarisation of male/female views; 
acceptance of an over-easy consensus; 
escape — ie attempts to avoid facing difficult issues; 
use of the group, by a pupil, for personal ends; 
attention-seeking, usually through the adoption of bizarre roles; 
conflict rather than cooperation. 

In a guide prepared by experienced teachers, each problem was 
presented as vividly as possible to help other teachers recognise the 
dimensions of the situations that they might find themselves in. For 
example, Figure 1 shows how they presented the first and last problems 
on the list.!° 
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Figure 1 
Dependence (on teacher) 
ee Symptoms: 
o 9 © eyes on teacher, even when others are speaking 


© statements addressed to the teacher 


oe © ‘What do you think, sir?” 


Or) © attempts to engage the teacher in dialogue 


How pupils and teachers talk about the problem: 


‘Introducing discussion to this group was rather like jerking the carpet from 
under their feet — the carpet being the teacher — and certainly initially they were at 


a loss, many of them. They expected Sir to give them orders — and Sir didn’t.’ 
(A teacher) 


‘The group find it impossible to listen to each other’s views and are constantly 
looking, visibly sometimes, to the chairman for approval or comments. When 
they find that this is not forthcoming they find this very disconcerting. (A teacher) 


‘He kept saying “This is not a lesson. You mustn’t think of me as teacher.” But 


you can’t help. ... I mean, after you’ve been thinking of him as a teacher for 
about five years, you can’t help thinking of him as a teacher.’ (A pupil) 
‘I say something and I know no one else will talk back at me, so I just talk straight 
to the teacher.’ (A pupil) 
Conflict 
eee Symptoms: 
ra Sad © angry pairing 
* = t @ very fast pace of discusson 
e 7i @p © responses immediate, with minimal reflection 
e@e 


How teachers talk about the problem: 


‘One thing I noticed was the tendency of a youngster to sort of jump at somebody 
on some point they’ve raised, and sort of argue back at him. (A teacher) 


— the group always seems to enjoy it. I always feel 


“A rowdy argument is exciting Ae iar) 
teacher, 


that I’ve failed when his happens.’ 


‘There’s an unwillingness to go beyond the first superficial reaction to any 
Problem. The occasional flare-ups of dispute are not sustained beyond the “you 
should...” “no you shouldn’t . . .” routine.’ (A teacher) 


“Problems of authority arise when confrontations in a group arise and abrupt 


affirmations are fired across camps, without any effort to explore the opposing 
stand,’ (A teacher) 


ns, 
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Teachers were also given help with the task of self-monitoring: they 
were encouraged to tape record discussions and listen to them, bearing 
the following points in mind: 

1 To what extent do you interrupt students while they are speaking? 
Why and to what effect? 

2 Reflective discussion can often be slow-paced and contain sustained 
silences. What proportion of these silences are interrupted by you? Is 
your interruption ever simply a matter of breaking under the strain or is 
it a real contribution to the task of the group? 

3 Are you consistent and reliable in chairing? Are all the students 
treated with equal respect, and are all views, including those with which 
you sympathise, critically examined? 

4 Do you habitually rephrase and repeat students’ contributions? If so, 
what is the effect of this? 

5 Do you press towards consensus? For example, ‘Do we all agree?’ If 
so, what is the effect of this type of question? Compare this with the 
effect of: ‘What do other people think?’, ‘Does anyone disagree with 
that?’, ‘Can anyone see another possible view or interpretation?’. 

6 To what extent do you confirm? Do you, for example, say: ‘Yes’ or 
‘No’ or ‘An interesting point’ or ‘Well done’ or ‘That’s interesting’? What 
is the effect of this on the group? Is there any trace of students looking for 
rewards to you rather than to the task? 

7 To what extent do you ask questions to which you think you know 
the answer? What is the effect of such questions on the group? What is 
the effect of questions to which you do not know the answer? 

8 Do you attempt to transmit, through eliciting questions, your own 
interpretation of the meaning of a piece of evidence such as a poem or a 
picture?!® 


Helping pupils to understand the approach 


There are two stages in the development of this approach to handling 
controversial issues with which teachers seem to need particular help. 
First, there is the task of introducing the approach to pupils; second, 
there is the task of identifying, within the pupil group, the issues that 
the group members want to explore so that they have a sense of 
ownership of the discussion. Problems arise at both stages, largely, it 
seems, as a result of assumptions about the school’s right to impose work 
patterns on pupils; there is no tradition of justifying and explaining new 
curriculum content and learning styles to pupils. Pupils are usually pawns 
in the curriculum games played by others. Nor is there any tradition © 
negotiating an agenda for learning with the learners. This is 4 
responsibility that teachers have not generally paid a lot of attention tO- 
Some might not even recognise it as a responsibility. 
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First, let us look at the task of introducing innovation to pupils. The 
difficulty of the task will vary according to the ‘novelty’ of the change 
that the teachers have in mind. Some changes might more aptly be called 
‘developments’, in that the framework of values and practices remains 
essentially the same and the proposal can be accommodated without 
significant disorientation or dislocation of habit. But other changes 
represent a sharp break with the habits and values of past practice and 
the pupils and teachers involved have inevitably to exorcise the spirit of 
Past practice in order to make possible a new way of working and of 
Perceiving work.!7 

In situations where fairly radical change is proposed, teachers are seen 
as needing help with the transition, and opportunities are sought for 
exploratory dialogue with colleagues who will be affected by the change. 

here may even be specially-designed induction courses to ease the 
Passage from one way of working to another way of working. Pupils are 
Not usually offered such planned transition experiences’® and yet they, 
like teachers, can be trapped by past habits and patterns of expectation. 
It is not surprising therefore if, faced with unexplained and bewildering 
new demands, pupils resist and act, unwittingly, as a conservative force. 
It is, for them, more comfortable to cling to the familiar than to build up 
new securities through the mastery of new routines. The experience of 
innovation is different for teachers in another way: teachers may have an 
educational ideology or vision which helps them to tolerate the 
ambiguities and discomforts of change, but rarely are those values and 
visions shared with pupils as a way of motivating them to join their 
teachers in effecting a welcome change of practice. k 

„Jn our work on the handling of controversial issues, we found it 
difficult to see how to communicate the principles of discussion-based 
enquiry to pupils who were used to the norms of instructional teaching. 
By the time they are 15, pupils have strong images of what teachers are 
and what teaching is. Explanations at the level of principle have little 
impact: either pupils simply do not understand what the implications for 
their action are, or they do not believe that the teacher actually intends to 
engage in the bizarre practices that he or she is outlining. We found that 
‘Mages were more powerful than words in communicating to pupils the 
Meaning of a proposed change of practice. Video-tapes of other groups 
engaged in the discussion of controversial issues gave pupils a common 
reterence point for interpreting the new language of learning, which 
included terms like ‘chairperson’, ‘neutrality’, ‘evidence’, ‘discussion’. In 
a group which was making no progress with discussion-based enquiry 
owe boy said, after seeing a video-tape of other pupils working in this 

ay: 
n the group. As chairman she 


Miss ig - ; : : 
s talking too much and getting too interested i 
y : h he group to argue between 


shouldn't talk, you know, as much, leaving it to t 
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themselves. Well, not sort of argue — to talk between themselves and have more 
discussion between themselves than with the teacher because you are you know 
sort of being the chairman and not the teacher . . . Oi you lot, instead of talking 
to Miss, talk between us lot. Whatever you say you say to Miss. Why don’t you 
talk between us lot? 


Here, in his own way, the boy sums up for the group the transitions they 
have to make if they are to develop a way of learning through 
discussion.!? The video-tapes helped pupils to translate their tentative 
and partial understanding of the innovation into action. They also served 
to legitimise the approach: to many pupils, schools are places which hire 
teachers to tell them what they should know. The roles and procedures 
that our discussion-based approach required looked like deviant 
behaviour to pupils. Seeing other pupils and other teachers indulging in 
these odd classroom behaviours as though they were normal was 
reassuring. 

Once the teacher has found a way of building a shared understanding, 
however embryonic, of what the innovation might look like in action and 
why the group might benefit from trying it out, there comes the task of 
negotiating with pupils the agenda that, as a group, they want to pursue 
in their enquiry into controversial issues. 

Teachers with whom we worked experimented with various ways of 
identifying issues within a broad content area. Films, photographs, case 
studies and visits proved to be powerful stimuli for starting an enquiry; 
from the general reactions that such materials or events provoke, 
teachers can often recognise, and help the group to recognise, a 
provisional agenda for enquiry. For instance, during an initial explora- 
tory session on ‘war and society’ pupils selected photographs from a 
large number that were made available in multiple copies and then 
explained why they had made their choices. They were also encouraged 
to question each other about the basis for choice. The teacher, as 
chairperson, had an important role to play in offering a model for 
courteous and unthreatening questioning — asking questions which the 
pupils and not the teacher had the answer to! The teacher, as 
chairperson, also had a responsibility to offer back to the group 4 
summary of the questions that seemed to emerge from the exchanges- 
The group’s task was then to decide whether the list had significant 
omissions, whether the questions were worded in a way that convey® 
the meaning that a pupil had intended, and which issues they wanted to 
start on in their discussions. These were the ‘starter’ questions that one 

group’s opening activity threw up: ‘In war, is killing murder?’, ‘Why do 
people kill in wartime?’, ‘Should children be involved in war?’, ‘Should 
women be soldiers?’, ‘Is war ever just?’, ‘Should the atom bomb ever 
have been dropped?’, ‘Why do people demonstrate about war?’. 

By taking seriously the task of setting an agenda — which must, 
course, be flexible and reflect developments in the group’s concerns — the 


of 
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teacher helps the pupils to feel that they own the issues and that the 
agenda is not something that has been determined, for them, by teachers. 

A capacity to handle controversial issues is, now perhaps more than at 
any time, something which schooling should offer young people. Many 
new content areas which are bidding for space in the secondary 
curriculum are rooted in controversy and have as their aim the 
development of personal understanding. I am thinking, for instance, of 
peace studies, multicultural studies, gender studies and economic 
awareness programmes. The strategy developed by the Humanities 
Project team and outlined above is worth reviewing in the present 
climate. It offers a framework for handling controversial issues which 
will protect the teacher who works conscientiously within it from the 
charge of indoctrination. 

Not all teachers are fully aware of the difficulty of supporting fair and 
open inquiry into controversial issues with pupils for whom the 
principles of evidence-based discussion are unfamiliar. The task can be 
very demanding. Whatever teaching strategy is adopted must be ethically 
and intellectually justifiable. It must meet the criterion of integrity and it 
must meet the criterion of engagement. The issues are too challenging to 
be handled superficially and too humanly significant to risk pupils being 
bored by them. In the new curriculum of secondary schools the ‘real’ 
world is increasingly annexed to the ‘limbo’ world of school through 
direct sorties such as work experience, residential trips and so forth. 
Classroom-based courses that offer pupils insight into the complex social 
issues that give everyday life its textures and tensions are another way of 
locking into realities. One doesn’t always have to go out of the classroom 
to achieve respect and meaning in the secondary curriculum. But one has 
to get the teaching strategy right, as well as the content. 
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Chapter 2 


Dealing with controversy in the 
curriculum: A philosophical 
perspective’ 


David B ridges 


Controversiality and the curriculum 


There are controversies in all areas of human thought — in science, in 
history, in literary criticism, in economics, in theology, in politics, in 
Philosophy, in engineering, in art, in medicine — but when it comes to 
representing any of these areas of thought in the school curriculum we 
are not entirely consistent in the attention which we are ready to give to 
their controversial nature or matter. 

In some areas teachers are ready to present the subject matter as 
controversial in its very nature, and the public is by and large ready to 
allow this. This is perhaps best illustrated in the arts. Children are widely 
encouraged to be individual in their production of art in its various forms 
and to respond to others’ art individually. At a more advanced stage they 
are invited to consider the varied and competing interpretations of a 
Portrait, a poem, a play or a piece of music, which have been offered by 
different critics and interpreters. Arguments about the merits of 
alternative interpretations or evaluations are the very stuff of classroom 
discussion, essays and even examinations — even if the point of argument 
IS Sometimes lost in a woolly-minded subscription to a naively 
Subjectivist view of aesthetic judgement. : 

Science provides a different but interesting example. Few science 
teachers would deny that science is a field of controversy (and I mean 
scientific controversy, not just controversy about the moral or social 
implications of science) and many would recognise, in Popperian a 
that it proceeds and develops out of the conjecture and speculation whicl 
's fed by controversy.2 Yet the vast proportion of school science is 
selected as, or presented as, uncontroversial — the as established 
findings of science rather than its living activity, the ashes rather Han ; e 

ire. There are exceptions to this. Nick Selley, for example, has argued tor 
the place of ‘alternative models’ in school science: 
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The view that scientific theories/models are not absolutely true, but only 
relatively fruitful as schemes for systematizing observations, gives the teacher a 
new freedom to deal with more than one model in a given area of science. It also 
places importance on our reasons for preferring one model to another, since it 
can no longer be maintained simply that one is true and the others false. This 
pluralistic approach could bring science education more into line with other areas 
of the curriculum, such as English, religious education and the humanities, in 
which pupils’ personal opinions are given some respect, and in which the 
discussion, clarification and criticism of such opinions is encouraged.? 


On the whole, however, scientific controversy has little place in school 
classrooms. This is not, I think, because of particular fear of public 
disapproval. Rather it stems from a combination of a somewhat 
restricted view of the nature or philosophy of science; a narrowly 
instrumental view of the purposes of science teaching; and/or a simple 
conviction that to present science as controversial is too difficult or too 
confusing for most pupils. 

The teaching of history provides a different and revealing example. 
Here, curriculum development programmes like the Schools Council 
Project on History 13—16 have made a serious attempt to shift the 
paradigm of history teaching from the teaching of ‘established fact’ to the 
teaching of ongoing disputes. On this model different and conflicting 
interpretations of historical events and characters are presented through 
contemporary and later historiography, and pupils are themselves invited 
to explore through discussion, role play and writing their own 
evaluations of the sources and their own interpretations of history. In this 
way, arguably, classroom history more closely resembles history as an 
activity practised by historians. At least, the status of historical 
‘knowledge’ is more faithfully represented. 

The examples that I have taken so far illustrate a number of points 
which it may be useful to clarify as a preliminary to subsequent 
discussion. The first is that controversy in the form of argument and 
counter-argument, variety of opinion and conflict of interpretation is 4 
central and dynamic feature of many of the subjects (eg the arts, history 
and science) which traditionally feature in the school curriculum. Indeed, 
one cannot properly or fully understand or engage in the subject without 

understanding and engaging in at least some of its controversies. The 
second is that to a greater or lesser extent (this varies both between and 
within subject areas) teachers will already reflect the controversial nature 
of their subject matter in their selection of material and in the way 10 
which it is taught in schools. Third, we might add that there is (so far at 


little evidence of public objection to these developments, except 


ast 
least) * 


perhaps where they are accompanied by a perceived failure to teach ‘th 
basics’. On the whole however (with the possible exception of the arts) 
controversy in these fields lies very largely with academics rather than 
with a broader ‘lay’ population. The role of the Star Chamber may have 
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divided Tudor politicians and even 20th century historians, but its 
teaching is hardly the stuff to inflame the correspondence columns of 
national or local newspapers in the 1980s. 

In general it is not the teaching of historical, scientific or even aesthetic 
controversy which is the focus of wider public and political concern and 
debate but moral, social and political controversy — issues to do with 
racism, sexism, peace and nuclear disarmament, unemployment, strikes, 
Northern Ireland, law and order, poverty, sexual ethics, the political 
economy . . . It is the way schools handle these kinds of issue (or the way 
they fail to handle them) which most provokes statements from political 
platforms, angry pamphleteering and letters to the newspaper or to the 
headteacher. It will be with these kinds of controversial issue that I shall 
be primarily concerned in this chapter. 

There are certain epistemological features of the moral, social and 
political domains of belief which go to explain both the controversy 
about their handling in schools and the heatedness of that controversy. 
The bitter controversies about belief are not resolvable by reference to 
more factual information or more evidence. Nor will they ever be so, for 
they are rooted in personal or social values. Controversy may arise 
because: 

® people are attached to different values; 

© people attach different priority to the same values (compare, for 

example, socialist and liberal priorities in relation to the values of 

freedom and justice); : , 

© people give different interpretations to the same value (eg ‘peace 

can be seen on the one hand as the absence of conflict, and on the other 
as the absence of oppression; ‘equality’ can mean treating all the same, 

Or treating people differently according to relevant differences.) 

One of the distinctive features of controversy in this area is that it 
typically (though not invariably) runs through several levels at which the 
issue may be considered. Thus, to give an over-simple example, people 
may debate whether or not the use of violence in the battle against 
apartheid in South Africa can be justified (level 1). This may develop into 
an argument about the priority which should be given, on the one hand, 
to values to do with peaceableness and non-violence and on the other, to 
values to do with justice, human rights, etc (level 2). If any of the 
Protagonists are at all philosophically inclined, this in turn may develop 
into an argument to do with how you might justify any of the 
fundamental principles referred to — or indeed whether they are in any 
Sense rationally justifiable (level 3). Are such values simply socially 
relative? Purely subjective? God-given? Intuitively knowable? Rationally 
defensible? These questions too are plainly controversial and contested at 
a level where even philosophers who have every respect for the 
intellectual calibre and philosophical understanding of each other can 

Isagree fundamentally. Controversy in the area of moral, social an 
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political issues thus runs much deeper than that in science or history, 
where there is a relatively well-established consensus about how 
questions might be resolved, even if there is dispute — at level 1 — as to the 
resolution which should be given to a particular question. 

A second distinctive feature of controversies in this field of moral, 
social and political issues is that they tend to engage the emotions and 
passions as well as the intellect. Arguably at least (and I am not going 
into the argument in this context) the connection between ‘valuing’ and 
‘feeling’ is not a purely contingent one. Feeling is logically entailed by the 
notion of valuing, so that to value freedom or justice or order is to have 
one’s feelings engaged in a way which is quite different from having a 
belief about the causes of the Civil War or transmutations in a particular 
species of moth. This is not to say that historical or scientific controversy 
may not engage the passions of the protagonists, but it is to hold that 
there is a special logical or epistemological connection between beliefs 
and feeling in the field of moral, social and political values. Francis 
Dunlop argues, for example, that: 
moral reasons and principles . . . become available to us, or manifest themselves 
as relevant through feeling and emotion. If we did not experience feelings of 
horror and disgust at gratuitous cruelty we would not know — except in an 
‘empty’, ‘formal’ and completely unmotivating way (morally unmotivating, that 
is) that, for example, cruelty was morally wrong, apart from being merely 
unpleasant to those who are its victims. 


Further, and still considering epistemological features of this domain, 
moral, social and political controversy is not just descriptive — about 
what is right, what ought to be the case and what ought to be done.” 
Beliefs in this field, if at all seriously held, affect how we act towards each 
other — and they do so in a way which is quite unlike beliefs which fall 
squarely in the domains of science, history, maths, geography or even 
literary criticism. What people believe thus has public as well as private 
consequences — it matters socially. The population of a school classroom 
does not sensibly view with equanimity the convictions of one of their 
number that blacks should be ‘repatriated’ or that only the fittest should 
survive — and nor should those who have an interest in their welfare. 

So I have suggested that controversies in the field of moral, social and 
political issues are distinctive epistemologically in four respects: 

© the centrality to them of disputes about values; 

@ the several levels at which controversy takes place; 

© the particular connection in this field between belief and feeling; 

e the particular connection between belief and action. 

It is not surprising, therefore, that whether and how such issues should 
be handled in the school curriculum is a matter of considerable 
professional and public interest and indeed controversy. As Robert 
Stradling suggests, in his excellent study of the teaching of controvers!4 
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issues, ‘It is this kind of issue, arising out of a conflict of values, which 
confronts the teacher with the most fundamental pedagogic problems’.® 

In practice, of course, schools cannot help but introduce some social 
and political teaching, though it may be very largely part of the hidden 
rather than the visible curriculum. Schools will represent moral, social 
and political values to their pupils through their own daily life and 
Practice — their system of rules, rewards and punishments; their own 
hierarchical or non-hierarchical structures; the emphasis they place on 
competition and cooperation; the way they resolve conflict; the way they 
treat the weak or the slow; the hidden messages of racism or sexism in 
school readers or subject texts; explicit discrimination between boys and 
girls, black and white children, etc. All this gives powerful enough 
Opportunity, one might think, for moral, social and political education or 
miseducation. 

Moral, social and political values will also enter into the curriculum in 
connection with traditional subjects of which they are not a necessary or 
central feature. The teaching of literature is (almost) inseparable from 
consideration of the myriad of moral and social insights which is its very 
substance. Can one really study history without entering into the 
working out of particular social and political principles | in given 
historical settings or (albeit with scholarly reserve) entering into some 
evaluation of 12th century feudalism, 16th century monarchy, 18th 
century revolutions, 19th century capitalism, 20th century fascism or the 
experience of war through the ages? Scientists, also, are naturally and 
responsibly drawn into exploring with their students social issues related 
to scientific and technological developments — issues to do with, for 
example, pollution, conservation of natural resources and ecological 
balance, Many geography teachers, having À flirted somewhat 
unenthusiastically with approaches based on statistical modelling, have 
now embraced whole-heartedly the social and political dimensions of 
their subject. A brochure for the recently launched journal Contempor- 
ary Issues in Geography and Education promised forthcoming issues 
which would deal with (I quote selectively): ‘Education for peace: what 
does it mean?’; ‘Theoretical frameworks: an analysis of ideology in 
geography’; ‘Colonialism and new colonialism: multinationals in the 
classroom’; ‘Sexism and anti-sexism: of what relevance in a geography 
course?’, 

Scruton and his colleagues, in Education and Indoctrination sought to 
exclude reference to these kinds of social and political issues in the 
traditional school subjects. They went to the extent of proposing a draft 
amendment to the 1944 Education Act which would exclude by law ‘the 
introduction of contentious political attitudes into the presentation of 
Material that could be as well taught without reference to such 
attitudes’,” Scruton’s case, however, seems to be built upon the most 
extreme instances his reading and imagination can muster. It fails to 
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address the modest, responsible and educationally well-grounded con- 
cerns of, for example, scientists as well as teachers of science, that 
students should understand the social consequences of scientific advance 
and should recognise that their practice of science does not release them 
from moral and social responsibility for the consequences of that 
practice. This concern to combat the tendency of the traditional school 
and university curriculum to insulate one area of thought and learning 
from another is entirely defensible on educational grounds as well as 
being a prerequisite of moral responsibility. It does not lead us as far as 
the kind of politicisation of the curriculum which Scruton caricatures, 
but it certainly does allow the introduction into the curriculum of 
‘contentious political attitudes’ which he seeks comprehensively to 
exclude. 

What, then, of the explicit handling of ‘controversial issues’ in the 
classroom? The school curriculum has tended to take two steps forward 
and then one and a half steps back over the last 20 years or so in 
introducing moral, social and/or political education as explicit and 
clearly-identified ingredients of the curriculum, sometimes (but not 
always) choosing to address directly central controversies. Among the 
most challenging and significant initiatives was the Schools Council/ 
Nuffield Humanities Curriculum Project, published in 1970.® This had a 
whole agenda of issues: war; education; the family; relations between the 
sexes; poverty; people at work; living in cities; law and order; and, to 
begin with at least, race. Its expectation, however, that teachers should 
test out the strategy of procedural neutrality proved to be more than any 
except the most patient, skilful and committed could sustain. 

A few years later, in 1976, Robin Richardson managed to harness 
some very disparate educational pressure groups (concerned, variously, 
with world peace, human rights, poverty and oppression, racism, 
ecological balance and social justice) in a World Studies Project? whose 
publications envisaged not merely the good-tempered discussion of such 
issues but role play, experiential learning and indeed learning aimed at 
helping youngsters to take direct political action. Again it is perhaps only 
a small minority of teachers who will have the stomach (or whatever else 
it requires) not merely to give new status to their students’ opinions (as 
did HCP) but to support that with political empowerment. But 
curriculum development projects like these challenge us to place moral, 
social and political controversies firmly in the school curriculum an 
require us to consider what ethical, professional and practical principles 
should determine our ways of handling these issues in the classroom. 

I believe we should accept this challenge, and in what follows I propos¢ 
to identify and discuss four different strategies which we might adopt, 
and which indeed some teachers have adopted: proselytisation aP 
indoctrination; neutrality; reason and impartiality; and ‘oppressive 
tolerance’ and counter-indoctrination. 
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Proselytisation and indoctrination 


It would be surprising if among those teachers who wish to introduce 
controversial moral, social or political issues into the curriculum there 
were not many who have themselves strong moral, social or political 
commitments. Naively, perhaps, many people have been drawn to 
teaching through some sense of wanting to help a disadvantaged section 
of society, or some notion that by the influence they exercise over their 
pupils they might contribute to the shaping of a more honest, a more 
Open, a more caring, a more just and a better-informed society in the 
future. ‘Since wars begin in the minds of men,’ said Clement Attlee, ‘it is 
in the minds of men that we must construct the defences of peace.’ 
(Perhaps if he had spoken today he would not have thought it necessary 
to express his proposition in terms of ‘men and women’!) Why not? 
Teachers have a precious opportunity, if not a responsibility, to shape the 
Opinions of the young, of the new generation who (and this has been the 
aspiration of successive generations) may grow up to create a better 
World than our own generation has so far succeeded in doing. Why 
should teachers not advocate, proselytise, argue, persuade with all the 
Skill at their command to uphold the convictions which they themselves 
believe to be so important? If some want to call such an approach 
indoctrinatory, let us not be put off by their disapproval, but seek plainly 
and expertly to secure in children’s consciousness principles which we 
elieve to be for the ultimate good of themselves and of the community. 
do not want to get too entangled among different styles of advocacy 
and indoctrination or to examine whether all advocacy is indoctrinatory. 
bs I want to characterise is an energetic teaching approach in which 
ical and educational considerations to do with how beliefs or attitudes 
may be inculcated are sacrificed or subordinated to a determined effort at 
their Successful inculcation. What are we to make of this approach to the 
T of moral, social and political issues which a teacher me 
pS acknowledge to be controversial socially aoa os 
Of those seein e OE EE nets E> ae particularly, 
oh whe test the passionately-held opinion): 
at objections, if any, can be presented against it? y : 
“aie there are at least three closely-related arguments which ee 
é dissuade some teachers from this stance. The first is not necessarity a 
chon a¢gument, but a consistency test. For a teacher raei i 
m ibe k indoctrinate in moral, social or political eee ý i E 
such i a to be socially controversial is itself to o ap BE 
against, a o principles: Roe etample, If Se th a inions. It 
aD Bean most notions of respect for other people and t oe aot 
which i E conflict with social values to do with paon aile E 
tö Udets e educational context often seem to wore diesel 
and the choices open to them and to make these 
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intelligently and authentically for themselves.'” If the teachers who 
espouse indoctrinatory procedures do not value these things, they may at 
least, thus far, preserve their consistency. However, it is difficult to see 
how teachers whose moral purpose and enthusiasm includes the 
cultivation of personal autonomy and respect for persons could reconcile 
this with indoctrinatory procedures. 

My second argument represents a more comprehensive objection to 
indoctrinatory procedures or benevolent proselytisation. It relates to 
what I wrote earlier in this section on the several layers of contest about 
opinion on moral and social values. My point is that it is simply 
dishonest to present as true anything which cannot in any ordinary way 
(by reference to evidence or argument) be established as true. The passion 
of one’s own conviction is no substitute for ‘publicly’ demonstrable 
reasons, evidence and argument. Equally, it is dishonest to present a 
belief as the only one deserving serious attention when there are, in fact, 
other beliefs subscribed to by those whose judgement, in different areas, 
one might acknowledge to be worthy of respect. 

This consideration seems quite compelling, but I would have to 
acknowledge that for, say, a teacher whose vision of the right or the good 
was a matter of some kind of divine revelation, my argument would not 
carry much weight. To those to whom God has revealed ‘the truth’ other 
people’s scratching around for publicly testable reasons, evidence and 
argument must seem a rather pathetic, or indeed perverse, occupation. 
Honesty nevertheless requires that true believers acknowledge the efforts 
some make to scratch for the truth in the dust — just as the 
dust-scratchers, the measurers and the testers must acknowledge that 
others believe they have found it in the heavens. 

Third, it seems to me that it does and should matter to teachers not 
only what children come to believe but how they hold those beliefs. More 
explicitly, we achieve relatively little if we simply replace one dogma, one 
prejudice, one unintelligent and irrational belief or one closed mind by 
another. Are we entitled to assume that our generation has at last got all 
the right answers to the ancient problems of human life and can foresee 
how they can be applied in the rapidly changing decades ahead? 
Whatever wisdom we have acquired must surely include the realisation 
that new generations of people will test and criticise our beliefs and adapt 
our knowledge to the changing circumstances of their own age. If out 
pupils are to be able to handle our ideas in this way, they have to receive 
them not as categorical truth or dogma but with a full appreciation of the 
strength and weakness of the evidence and thinking which underlie them, 
and of the ideas which contend with them for credence. Apart from 
anything else, if beliefs are, as those involved in social and politica 
education generally hope them to be, a springboard to action, they nee 
to be held as something more than received wisdom. As John Stuart Mill 
warned: 
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However unwillingly a person who has a strong opinion may admit the 
Possibility that his opinion may be false, he ought to be moved by the 
consideration that, however true it may be, if it is not fully, frequently and 
fearlessly discussed, it will be held as a dead dogma, not a living truth."! 


Neutrality 
and indoctrination, or the fear of either, 


The rejection of proselytising 
king in obviously controversial areas 


leads people to urge on teachers wor 
like moral, social and political education, a concern for ‘balance’ in their 
Presentation. They maintain that the teacher should either put both sides 
of an argument with equal enthusiasm or perhaps refrain from presenting 
either, 

These kinds of concern are illustrated in the responses which a group 
of teachers from Groby Community College in Leicestershire received 
when they circulated for comment a new World Studies syllabus which 
they were proposing to introduce. The first comment comes from a local 

i ell intentioned, there seems to me a very real 
risk that it might turn out to resemble indoctrination rather than education, to 
present matters of opinion and controversy as if they were matters of fact, and to 
contain an excessively political content. I trust, therefore, that you will do 
everything you can to guard against these risks and in particular to enable those 
taking the course to develop their critical faculties by presenting them, in the 
fairest way possible, with a critique of the arguments and views set out in the 
syllabus. If this should prove impossible, 1 think it would be better not to offer 


this type of course at all.!? 


While I am sure that this course is w! 


A slightly more sophisticated comment came from one school 
Geography department but the notion of balance expressed is I think 


very much the same: 


The syllabus seems to have a distinct bias towards the view that the ‘First’ World 
(however defined) exploits the ‘Third’ World (however defined). This is not an 


established fact overall and it is important in schools to give a full range of facts 
and opinions. Again to present ourselves and the rest of the ‘First? World as 
heartless exploiters is unhelpful: the real world situation is far more complicated 
than that, Clearly a balance has to be struck between saying nothing and giving 
too simplistic a picture to immature pupils. The exploitation of the so-called 
Socialist countries of Eastern Europe by the Soviet Union (and of Cuba) should be 
Mentioned alongside criticisms of say the Western oil companies. Always, a full, 
alanced view should surely be our aim. It will always be hard to achieve. 


What seems to be called for in these statements and, I think, in a long 
tradition of scholarly teaching, is a style of pedagogy in which teachers 
Present to their pupils as many sides of a controversy as possible without, 
at least initially, indicating by the manner of presentation which they 
Personally support. I shall refer to this style as ‘affirmative neutrality’. 
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There are a number of drawbacks associated with this approach. It 
pushes the teacher into a role which involves the transmission of a rather 
large amount of information in a form which may mitigate against 
reflective criticism by pupils. It is particularly difficult for the teacher to 
be at one and the same time the source of so much opinion and the 
chairman of a discussion. In practice, of course, it is extraordinarily 
difficult to present a range of opinions without this presentation being 
coloured or at least limited by the teacher’s own views. 

These were among the considerations which led those responsible for 
the Schools Council/Nuffield Humanities Curriculum Project (HCP) to 
define and explore a somewhat different teaching strategy which they 
referred to as ‘procedural neutrality’. The HCP was faced with a very 
similar problem to that which I have presented in this paper: what role 
should the teacher adopt in the classroom in relation to subject-matter 
which (in this case by definition) is controversial? The role that the HCP 
invited teachers to explore was that of the neutral chairman of a 
classroom discussion. It was not imagined for one moment that teachers 
were in fact neutral in relation to the issues under discussion or that they 
would pretend to be. Teachers would simply enter into an explicit role 
clearly explicated to their pupils, in which they would refrain from 
supporting one or other position in the controversy under discussion. To 
support them in this role and assist them in maintaining the position as 
procedural chairmen, information about the controversy and different 
points of view relating to it would be available in the form of packs of 
material — newspaper cuttings, poems, letters, photos, cartoons, etc. — in 
HCP terminology the ‘evidence’ for the discussion'? [the notion of 
‘procedural neutrality’ is discussed fully in Jean Rudduck’s paper in 
Chapter 1]. 

A body of literature now exists about HCP in general and the notion of 
procedural neutrality in particular. At the risk of over-simplification, | 
want to pluck out of this three arguments which I have come to regard as 
the most significant ones in support of the stance of neutrality. 

The main argument in support of procedural neutrality starts from the 
HCP’s decision to have as its teaching aim the understanding of certain 
controversies. As Lawrence Stenhouse, the Project Director, has sug- 
gested: ‘given a dispute in society about the truth of a matter, the teacher 
might wish to teach the dispute rather than the truth as he knows it’.!* 
What HCP chose to do was to teach the dispute and to try to get young 
people to appreciate the range of different perspectives available socially 
— and indeed among themselves — on the issues under discussion. This 
implied valuing and protecting a divergence of opinion rather than 
seeking consensus. It also implied restricting teachers from intentionally, 
or quite contrarily to their intentions, giving their authoritative legitim- 
ation to one particular view. 

This brings us to the second major consideration underlying HCP’s 
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support for procedural neutrality, what one might refer to as its empirical 
base. Time and time again in the research team’s observation of 
classroom discussion and interviews with ‘students’, the HCP was faced 
with the power and pervasiveness of pupils’ expectations that in any 
school setting there was a right answer to a question, and that right 
answer was the one which the teacher indicated was his or her answer to 
the question. The pupils’ task was to discern, learn and return that right 
answer. Other answers were of little or no relevance in the school 
context. I paraphrase, but I think I represent fairly the gist of the 
experience of the HCP. Expressed in these terms the problem of authority 
is not just that of the teachers’ intentions but also of their pupils’ 
expectations. Teachers may not intend to use the authority of their 
position to support a particular opinion but this lack of intent is not 
sufficient to prevent this from being precisely what happens in practice. 
According to Elliot: 


Years of educational conditioning may make it extremely difficult for students to 
understand and accept the teacher’s renunciation of the role of ‘expert’ so 
ingrained is the notion by their past educational experiences . . . (The teacher) 
can so easily deceive himself into believing that students are not ascribing 


‘ ee f is 
authority to his views, when in fact they are. 


The only way out, at least ‘at this stage of education’ is for the teacher to 
refrain altogether from supporting any side in the controversy. r 
The third argument underlying the advocacy of procedural neutrality 
takes us into the logical or epistemological status of the value judgements 
which underlie the kind of controversial issues handled by HCP. This 
n or premise which I have already 


offered that reason, argument and evidence marshalled according to 
ke you only so far in ethical 


‘publicly’ recognised procedures can tak x 
argument — for example, ruling out certain empirical claims as contrary 
to observation and certain arguments as internally inconsistent. There 


comes a point in such argument where fundamental differences of view 
remain which cannot be resolved by reference to those same publicly 
recognised standards of reason, or at least, to be more precise, where the 
question as to whether reason can resolve these differences of view is 
itself controversial even at (or especially at) the most sophisticated level 
of ethical or meta-ethical argument. This being the case, it would be quite 
improper (dishonest) for a teacher to present as objectively correct an 
opinion which must essentially rest upon a foundation of what one might 
regard as nonrational or criterionless choice. 

This notion of ‘the neutral teacher’ received a predictable bombard- 
ment of criticism in the educational press. The change of role proposed 
fundamentally challenged many assumptions about teaching. It was 
certainly not easy to implement in practice, and many teachers found the 
struggle out of proportion to the gain. Some simply realised that, when 


argument rests on the observatio 
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the chips were down, they cared more about promoting certain 
substantive opinions than encouraging the exploration of divergent 
opinion in group discussion. (The National Union of Teachers’ repre- 
sentatives on the HCP’s steering committee, for example, effectively 
prevented the HCP from extending its neutral teacher approach to the 
issue of race relations.) The Schools Council Moral Education Project 
directed by Peter McPhail objected to the neutral chairman role on the 
grounds of children’s interest in and right to know the teacher’s own 
opinions. !¢ 

These responses I shall leave without further comment. There are, 
however, two other lines of argument about this teaching strategy which 
I would like to explore a little more fully. 

The first concerns the question ‘what are the values of the neutral 
teacher? Or more especially ‘what values is the teacher promoting 
through his or her neutrality?” This sounds paradoxical but it is not. The 
HCP never imagined that the neutral teacher was in fact value-free. 
Teachers refrain from taking a stance on the substantive issues under 
discussion precisely in order to promote other qualities of learning and 
learning outcomes which they consider desirable — including, for 
example, the values associated with the activity of discussion itself, 
respect for the opinions of others, concern for evidence, a sense of the 
worth of one’s own judgement and an increasing reliance on that 
judgement as a basis for one’s opinion. The ‘neutral’ teacher is not 
without commitment. Rather, as the HCP introductory booklet put it: 
‘The teacher’s commitment is to education, not to his own views’.!” 
However, if the social values that teachers wanted to promote were in 
fact of a roughly liberal democratic order, they might well discover that 
their ends were better served through the so-to-speak ‘hidden curriculum’ 
of procedural neutrality than through any explicit attempt at their 
promotion. A particularly interesting case of this phenomenon occurred 
in connection with the HCP’s trials with its (subsequently censored) Race 
materials. The evaluation study suggested that marginally, but by a 
statistically significant degree, teachers who adopted the stance of 
procedural neutrality were more likely to encourage tolerant interracial 
attitudes than those who sought actively to promote such attitudes.’ 
The authors of the study have since had occasion to qualify the validity of 
the initial research and to extend their study into wider comparisons, ‘ 
but its general force is still supported and offers intriguing possibilities to 
the teacher who shares the kinds of values which I have indicated. 

The second important question raised about the strategy of procedural 
neutrality concerns the attitude of the teacher towards rational argument 
and the place of rational argument in the discussion of value questions. I 
will discuss this question in the context of my comments on the next 
teaching stance — that of rational and impartial leadership. 
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Reason and impartiality 


I take the term neutrality to imply a strategy through which one either 
supports alternative points of view equally (affirmative neutrality) or 
withholds support from any point of view (negative or procedural 
neutrality). Impartiality differs from neutrality in that it allows or even 
requires differential support to opinion, provided that the different level 
of support is related to objective merits rather than any other 
consideration to do with, for example, one’s personal interest, advantage 


or feeling. 


That all is subject to argument, that no person counts for more than his argument 
counts, even the teacher, and that all statements are subject to rational criticism — 
all this is part of the rational commitment and is picked out in the conception of 
impartiality . . . To be impartial is to consider views and interests in the light of 
all possible criticisms and counter-claim, and to ignore any kind of special 
pleading, whether from authority or whatever, from myself or whomsoever.”” 


Charles Bailey, who defined impartiality in these terms, argued that 
this principle, rather than that of neutrality, should guide the teacher in 
handling controversial value issues in the classroom. The classroom 
discussion in his view should have the objective not just of expressing an 
interesting range of opinion but of employing rational criticism to try to 
establish the truth of the matter. 

In another attack on the idea of neutrality Mary Warnock?! offered a 
rather more didactic version of the teacher’s role, but again one that 
emphasised the responsibility for teaching pupils ‘how to draw rational 


conclusions rationally’: 


Unless the teacher comes out into the open, and says in what direction he believes 
that the evidence points he will have failed in his duty as a teacher. For what his 
pupils have to learn is not only, in an abstract way, what counts as evidence, but 
how people draw conclusions from evidence . . . Thus the teacher must if he is to 
teach his pupils to assess evidence fairly, give them actual examples of how he 
does this himself. His pupils may disagree with him. The more adult they become, 
and the better their earlier experience of arguments, the more capable they will be 
of weighing the probabilities differently. But unless they see before them the 
spectacle of a rational man drawing conclusions rationally, they will never learn 


what rational probabilities are. 


Support for this kind of position came from no less an authority than 
Sir Keith Joseph when as Secretary of State he addressed a conference 
called by the National Council of Women of Great Britain on Peace 


Education: 


His (the teacher’s) presentation needs to be as objective as he can make it, in the 
sense that he ensures that what is offered as a fact is indeed true; that the selection 
of facts gives a picture which is neither unbalanced nor superficial; that facts and 
and that pupils are encouraged to weigh evidence 


opinions are clearly separated; l 
nal judgements. 


and argument so as to arrive at ratio 
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It would be difficult to deny the general desirability of helping children 
to respect reasons and argument and to come to hold their opinions on 
the basis of reasons and argument. From this point of view impartiality 
would seem to be preferable to both indoctrination, which bypasses the 
activities of rational deliberation, and neutrality, which even if it does not 
offend against rationality on the face of it stops short in its support for it. 

There are, however, two important reservations to this conclusion 
both of which arise out of arguments I have already indicated in support 
of the strategy of negative or procedural neutrality. 

The first of these reservations concerns children’s ability to separate 
the authority of a teacher’s social position in the classroom (and the 
examination hall) from the authority of reasons, evidence or argument 
which the teacher may adduce in support of an opinion he or she holds. 
The teacher may sincerely and earnestly urge pupils to treat his or her 
opinion just like any other and to judge it by reference to the evidence 
which supports it, not the authority or otherwise of its source. But when 
pupils are accustomed to accepting no better reason than ‘because I say 
so’ and when, institutionally, teacher’s opinion coincides so universally 
with right opinion, the transition to the impartial assessment of evidence 
is psychologically not an easy one. As I have argued elsewhere,” for the 
teacher to adopt the stance of negative neutrality and withhold his or her 
opinions from discussion altogether for a time may be a useful 
transitionary stage in weaning pupils from dependence on his or her 
authority. 

The second reservation takes us into more profound problems of 
moral philosophy or meta-ethics. The critical question here is to what 
extent ethical questions or questions of moral value are amenable to 
rational argument as against a rational preference. I have already 
indicated that members of the HCP took the view either that such 
questions were not ultimately resolvable by reference to reason or that 
whether or not they were was itself a controversial question. This view 
underlay at least one form of the argument in favour of neutrality. By 
contrast, Charles Bailey suggests that there are indeed good reasons for 
preferring some moral positions to others and that more specifically a 
commitment to rationality itself entails a commitment to a range of 
substantive and important values. This view underlies his argument in 
favour of impartiality. 

The significant point for teachers is that they need perhaps to be a little 
clearer and more consistent as to where they stand on this meta-ethical 
question about values and about the implications of their stance. Are 
values essentially and logically controversial — or are they so simply 
because some people have not followed the argument correctly? The 
confident assertion of values by, for example, some teachers working on 

World Studies programmes, suggests that their proponents regard these 
as having some objectively defensible and universal value independent of 
the subjective preferences of a particular proponent, independent even of 
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his or her particular social or cultural affinities. People speak of the evil 
of apartheid, for example, in a manner which suggests a judgement 
rooted in considerations more fundamental and universal than one 
expressed in terms of what is right or wrong for me or for our society. At 
the same time, however, the allegiance of World Studies teachers to the 
idea of a multicultural society and their endorsement of cultural 
pluralism often lead them into a kind of social relativism. I am not sure 
that such a position can be consistently maintained. Certainly its 
implications would come uneasily from the lips of most World Studies 
teachers — ‘racial apartheid is wrong unless you happen to live, for 
example, in South Africa where it’s right’? The morality of seeking 
change in society becomes difficult to explain in a context in which we 
are supposed to derive our moral precepts, not just in fact but rightly, 
from those which already pervade that society. 

I will not try to resolve 2000 years of moral argument in a footnote. 
My central point here is that the rationale for one’s teaching strategy in 
relation to socially controversial moral, social and political values must 
be consistent with and rooted in a defensible view of the logical status of 
those values, and in particular in some judgement on the extent to which 
they can be rationally and objectively defended. In particular I suggest 
that the issue between those who defend neutrality and those who argue 
for impartiality is related to a difference of perspective on this 


meta-ethical problem. 


‘Oppressive tolerance’ and counter indoctrination 


The longstanding liberal preference for openness of discussion, balanced 
es of an argument, the tolerance and even 
t and the impartiality or neutrality of those with 
special authority, is based on a conviction that these are the conditions 
most conducive to the development of knowledge and understanding at 
the personal and at the social level. John Stuart Mill’s essay On Liberty is 


a classic source for this opinion: 


presentation of all sid 
encouragement of dissen 


In the case of any person whose judgment is really deserving of confidence, how 


has it become so? apr. atin? 
Because he has kept his mind open to criticism of his opinions and conduct. 


Because it has been his practice to listen to all that could be said against him; to 
profit by as much of it as was just, and expound to himself, and spon acano to 
Others, the fallacy of what was fallacious. Because he felt n vide wy in 
which a human being can make some approach to knowing the w of a su a 
is by hearing what can be said about it by persons of every variety 0! ae © 
studying all modes in which it can be looked at by every character a ssi 
Wise man ever acquired wisdom in any mode but this; nor is it in the 

human intellect to become wise in any other.” 

s expressed by Voltaire “We should 


The sam i hewa 
e tradition of thought we t i 5 
h 7 ak, inconsistent, subject to 


tolerate each other because we are all we 
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mutability and to error’ and by John Milton: 


Where there is much desire to learn there of necessity will be much arguing, much 
writing, many opinions; for opinion in good men is but knowledge in the making. 
Under these fantastic terrors of sect and schism, we wrong the earnest and 
zealous thirst after knowledge and understanding which God hath stirred up in 
this city... So Truth be in the field, we do injuriously, by licensing and 
prohibiting, to misdoubt her strength. Let her and falsehood grapple; whoever 
knew Truth put to the worse, in a free and open encounter? Her confuting is the 
best and surest suppressing.”° 


What these extracts illustrate are three central ingredients of what I 
would refer to as the liberal epistemological tradition: 

© the importance of the ready availability of the full range of opinion 

on an issue (a free market in ideas); 

© an acknowledgement of the fallibility of opinion including our own; 

© a confidence in the free competition of ideas as a condition for the 

emergence of a true or, given our second consideration, the best 
opinion available. 

This kind of view enjoys considerable popularity in liberal/progressive 
educational circles. It has not, however, passed unchallenged. One form 
of challenge has, I think, particular relevance to approaches to political 
education. I refer to the radical critique of the liberal theory of free 
discussion and more especially to Herbert Marcuse’s important and 
seminal essay Repressive Tolerance. I am not sure that I can do anything 
like justice to Marcuse’s argument in a short space, but let me try to give 
enough indication of it to prompt the interested reader to pursue it at 
source. 

The first stage in the argument is to make the point that the merits of 
tolerance, impartiality and free discussion presuppose the existence of 
conditions which, however, do not exist even in so-called democratic 
societies, notably the equal availability and expression of alternative 
opinions. The dice, claims Marcuse, are heavily loaded in favour of those 
opinions which support the status quo: 


The antagonistic structure of society rigs the rules of the game. Those who stand 
against the established system are a priori at a disadvantage, which is not 
removed by the toleration of their ideas, speeches and newspapers. 


Similarly the liberal position presupposes the rationality, autonomy 
and open-mindedness of those who attend the expression of alternative 
opinion. Instead, in reality, we are faced with manipulated and 
indoctrinated individuals who parrot, as their own, the opinions of their 
masters. From this Marcuse concludes that the actual effect of the 
indiscriminate toleration of opinion oppressive and liberationist, regres- 
sive and progressive is simply to reinforce the forces of oppression and 
conservatism — all the more perhaps by allowing them the appearance of 
being tolerant of dissent and open to criticism. 
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The active, official tolerance granted to the Right as well as to the Left, to 
movements of aggression as well as to movements of peace, to the party of hate as 
well as to that of humanity. I call this non-partisan tolerance ‘abstract’ or ‘pure’ 
inasmuch as it refrains from taking sides — but in doing so it actually protects the 
already established machinery of discrimination. 


Accordingly, says Marcuse, if people are to become truly autonomous 
and freed from the prevailing indoctrination we would need to take 


apparently undemocratic measures: 


They would include the withdrawal of toleration of speech and assembly from 
groups and movements which promote aggressive policies, armament, chauvin- 
ism, discrimination on grounds of race and religion, or which oppose the 
extension of public services, social security, medical care etc. Moreover, the 
restoration of freedom of thought may necessitate new and rigid restrictions on 
teachings and practices in educational institutions which, by their very methods 
and concepts, serve to enclose the mind within the established universe of 
discourse and behaviour . . - (Indeed) the trend would have to be reversed; they 
would have to get information slanted in the opposite direction. 


This policy of selective tolerance and the deliberate slanting of opinion 
of course requires judgement by some person or persons as to what 
precisely are the progressive and liberating opinions as distinct from the 
regressive and oppressive ones. For someone who is so acute in his 
criticism of other people’s presuppositions Marcuse seems to have a 
startlingly simplistic confidence in the self-evidence of these distinctions. 
He is also relatively unforthcoming on the identification of those who 
will somehow make such distinctions on behalf of the blinkered masses: 


everyone ‘in the maturity of his faculties’ as a human being, everyone who has 
learned to think rationally and autonomously. The answer to Plato’s educational 
dictatorship is the democratic educational dictatorship of free men [my italics}. 


At this point Marcuse’s position gets particularly contorted. He 
appears to want to avoid the idea of a kind of Platonic educational élite, 
sorting out the ignorant or misguided masses. At the same time he has to 
concede that on his own analysis of society the mass of the people must 
be unable to make the kind of discrimination he is after. (If they can, his 
analysis of society breaks down.) So the educational revolution has to be 
imposed on the majority by a minority. The new enlightenment, the new 
way of perceiving the world, justice and injustice, oppression and 
liberation, will be one which, if anything, is the product of closer, more 
restrictive (and why not more oppressive?) intellectual management than 
that which it replaces. It is difficult to see why one should suppose the 
post-revolutionary thinker to be any less restricted intellectually than the 


thinker whose place he or she has taken. 
On my reading, Marcuse’s position founders on the problematic 


nature of judgements about social progress and regression and on the 
contradiction between his concern to combat totalitarianism and 
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oppression and his need to re-establish it as his own instrument of 
change. I think, too, that he may exaggerate the power and potency of 
the indoctrinatory processes at work in a democratic society (though 
others have no doubt underestimated them). It is, after all, immensely 
difficult to distinguish the extent to which anyone’s ideas, beliefs or 
values are the result of indoctrination or autonomous reflection. It would 
be interesting to have Marcuse’s own account or to explore for ourselves 
the educational or social conditions which enabled Marcuse and other 
like-minded critics of the ‘oppressive’ society to develop the intellectual 
equipment which they use so forcefully to analyse the structure and 
weaknesses of that society. Perhaps if we could extend to more people the 
advantages of their upbringing we might establish that democracy of free 
human beings to which Marcuse aspires without taking to expedients 
which would seem to fly in the face of its aspirations. 

If I find it difficult to accept some of Marcuse’s conclusions I believe 
nevertheless that teachers can study his criticism to advantage. In 
particular those who want their pupils to be able to consider a full range 
of alternative opinions will have to be alert to the social and 
psychological barriers which will inhibit access or the giving of serious 
attention to ideas which challenge the deep-seated orthodoxies of their 
own assumptions or of society. This is indeed a key practical question for 
teachers, though not for them alone. I do not however believe that it is 
answered by attempts to replace one sort of indoctrination, one sort of 
oppression, one sort of one-sidedness, one sort of myopia by another. 


Conclusion 


Where does all this leave us? I do not ask this question rhetorically or 
purely for effect. It is a question which has nagged at me for many years, 
since I first addressed social and political controversy in school myself. 
However, let me try and pull out of my previous discussion the positive 
principles which underlie my comments. They include, most importantly 
I think, the following: 

1 A respect for persons, which I take to include respect for children’s 
and parents’ rights to hold opinions which differ from our own and a 
readiness to understand these opinions ourselves. 

2 A concern to cultivate and develop the personal autonomy of young 
people — including in that the understanding and self-confidence which 
are conditions of free choice. 

3 An honest acknowledgement of the true state and status of opinion — 
including in that an open recognition of the uncertainty, the provision- 
ality, the controversiality of judgement and recognition of the albeit 
problematic distinction between fact and value. 

4 A readiness on behalf of teachers to detach from their opinions as far 
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as is possible the authority which belongs to their social role or personal 
charisma and to rest it instead on the authority of reason alone. 

5 A concern that pupils as far as possible grasp, along with any opinion 
that we teach, the reasons, evidence and argument underlying that 
opinion. 

6 A concern to teach the controversy and not just one person’s view of 
the proper conclusion of the controversy. 

7 A concern to cultivate in our pupils and ourselves a constant alertness 
to, and ruthless criticism of, those beliefs which we take most for 


granted. 

Such principles are intended to support rather than inhibit the 
introduction of moral, social and political controversy in the classroom. I 
return to the view that I expressed in my introduction that controversy is 
the dynamic, the growth point of any area of knowledge. Any intellectual 
domain which fails to generate it must soon atrophy and die; and any 
educational system which seeks simultaneously to initiate its young into 
the life of the intellect and to debar them from intellectual controversy 


must condemn their minds to the same paralysis. 
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Chapter 3 
Global education 


Graham Pike and David Selby 


Global education: response to a systemic world 


Consider the view of the world held by a British teenager growing up in 
the last quarter of the 20th century. She may never stray far from her 
home or community, and yet she is constantly building up an intricate 
picture of the wider world. In the foreground, probably, is the world of 
material goods: the family car, television set and washing machine all 
clearly display evidence of their origins in the major industrial nations 
(she doesn’t yet know that the picture is even more complex, that ‘made 
in Britain’ can simply denote the final place of assembly for a global 
cocktail of manufactured parts and raw materials). Her clothes and food 
feature centrally in the global mosaic. The weekly supermarket expe- 
dition reveals fresh fruits and vegetables from Mediterranean climes, tea 
and coffee from barely heard of places in Africa, Asia and South 
America; in surveying the shelves, she is reminded of a recent news report 
about people not buying produce from South Africa. The last pair of 
shoes she bought came from Israel, her favourite jumper was made in 
Mauritius while the shop window in front of which she frequently lingers 
displays the young fashions of Paris, Milan and New York. 

That television set, of course, contributes much to the background of 
her world picture, a world characterised, according to news and fictional 
programmes, by violence, disaster and misfortune. She knows that 
modern technology enables her to witness events on the other side of the 
globe as they happen, just as the telephone permits her to speak with 
distant relatives at Christmas. She accepts such phenomena, unthinkable 
to her grandparents when they were her age, as quite commonplace 
components of her world. 

Almost all of us are caught up in a network of links, interactions and 
relationships that encircle the planet like a giant and intricate spider’s 
web. The wider world is a pervasive and ubiquitous element in the 
routines of our everyday life. The term ‘global interdependence’ is often 
used to describe this reality. Whilst not a purely contemporary 
phenomenon (there have been trading links and migrations of peoples 
between nations for many centuries), the interdependence of the modern 
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world is markedly different in its degree of frequency, its depth and its 
scope.' An analysis of major events which have shaped history over the 
past five centuries reveals an increasing trend, the nearer one gets to the 
present day, towards events which have carried significance for many 
nations, rather than just one.* Whereas in the past the impact of global 
interdependence was relatively limited, there are today almost no people 
and very few human activities or concerns not affected, in some part at 
least, by the interdependent nature of the world. 

Global interdependencies have become operationally immediate. They 
affect the purity of the air we breathe and the water we drink; the levels 
of employment and inflation; the price of tea; the level of taxation; fuel 
costs; the survival prospects of wildlife; the availability and subject 
matter of the books and newspapers we read; the changing roles of men 
and women in society; our relative peacefulness or unpeacefulness of 
mind and our image of the future. As we gallop towards the 21st century, 
we are witnessing a relatively advanced stage in the continuing and 
quickening transformation of the world from a collection of many lands 
and peoples to a system of many lands and peoples. 

The world is becoming increasingly characterised by its systemic 
quality. To touch any part of the spider’s web is to trigger vibrations in 
many — sometimes all — other parts. A distant political struggle is a 
luggage search for plane passengers at Manchester Airport. An upheaval 
in Iran is a lowered thermostat in Buenos Aires. An assassination in India 
sparks off demonstrations in South London. The uranium requirement of 
French nuclear power stations is the desecration of sacred homelands in 
Queensland. A sneeze in Hong Kong becomes an epidemic in the Outer 
Hebrides. Insights from General Systems Theory help us to comprehend 
the nature of the emergent global system. According to Systems Theory, 
nothing can be fully understood in isolation but must be seen as part of a 
dynamic, multi-layered system. Relationship is everything; the activity of 
the system comprises the simultaneous and interdependent interaction of 
its many component parts, the nature of the system is always more than 
the mere sum total of the separate parts. 

Global education is a response to the need, in the contemporary world, 
to understand the emergent global system. Students may accept the 
ramifications of global interdependence as unremarkable features in their 
daily lives, but mere acceptance is insufficient if they are to make sense of 
the world in which they live. The news Pictures which flash nightly on to 
the television Screen present, at best, a truncated, distorted image of the 
world. The simple ‘made in...’ statements on manufactured goods 

relationships incorporating financial 
the personal lives and fortunes of 
obe. Major problems of our time, such 
Pollution and urban violence, cannot 
a purely local or national context. 
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Seemingly ‘domestic’ events are often manifestations of global interac- 
tions and proceed, themselves, to impact on the global stage; so-called 
‘foreign’ events can have profound domestic repercussions. 

To what extent does formal schooling facilitate the process of global 
understanding? To what extent does it equip students with the capacities 
and skills for effective participation in a fast-changing systemic world? 
To what extent does it encourage students to embrace other cultural 
viewpoints, to seek out divergent solutions to problems, to envision 
alternative futures? To what extent does the curriculum reflect the global 
interdependence which is the reality of the students who study it? The 
answer to such questions in the majority of British primary and 
secondary schools would be ‘not at all’ or, at best, ‘to a limited extent’. 
Thus, children at school find themselves in a paradoxical situation: 
inextricably bound up in the web of global connections, yet receiving an 
education which all too often fails to acknowledge this fact. They are 
buffeted daily by news of personal, national and global crises, yet rarely 
encouraged to develop the skills and understanding necessary to seek out 
solutions; bombarded by the multifarious impact of new technology, yet 
not equipped with the skills and attitudes to cope with the rapid change it 
will inevitably precipitate. 

Global education is an attempt to resolve this paradox, to help 
students attain a profounder understanding of the world of which they 
are a part. Such understanding often demands a process of self- 
awareness: many people who have made voyages of discovery have 
found that they learn as much about themselves as about the new 
landscape they enter. The outward journey is also the inward journey. 
The two journeys are complementary and mutually illuminating. A 
student brought face to face with new perspectives, new ways of seeing 
the world, alternative visions of the future . . . and learning that her life 
is inextricably bound up with the problems and prospects of people 
thousands of miles away, will almost inevitably begin to critically 
examine her own perspectives, attitudes and patterns of behaviour. 
Many writers? have cogently argued that the needs of the person and the 
needs of the planet are inextricably interrelated. They suggest that the 
well-being of the global environment is dependent upon the achievement 
of full and authentic personhood. Jean Houston warns us of the dangers 
inherent in the imbalance of our present lop-sided process of develop- 
ment: 

We find ourselves in a time in which extremely limited consciousness has the 
powers once accorded to the gods. Extremely limited consciousness can launch a 
nuclear holocaust with the single push of a button. Extremely limited 
consciousness can and does intervene directly in the genetic code, interferes with 
the complex patterns of life in the sea, and pours its wastes into the protective 
ozone layers that encircle the earth. Extremely limited consciousness is about to 
create a whole new energy base linking together computers, electronics, new 
materials from outer space, biofacture and genetic engineering, which in turn will 
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release a flood of innovation and external power unlike anything seen before in 
human history. In short, extremely limited consciousness is accruing to itself the 


powers of Second Genesis. And this with an ethic that is more Faustian than 
Godlike.* 


We have argued that schools, in failing to provide a global perspective, 
leave students insufficiently prepared to understand or to participate 
constructively in the global system. What, in summary, are the aims of 
global education? Below we offer five aims which together constitute the 
irreducible global perspective. If any of the five are not met, then the 
school is failing in part to address and prepare students for contemporary 
reality. 

1 Systems consciousness Students should acquire the ability to think in 
a systems mode, abandoning simple dualities such as cause/effect, 
problem/solution, local/global. This mode of thought should enable them 
to acquire an understanding of the systemic nature of the world, and a 
holistic conception of their own capacities and potential. 

2 Perspective consciousness Students should recognise that they have a 
world view that is not universally shared and that there are dangers in 
using their own framework of thought and perception as a yardstick for 
interpreting and judging the values, lifestyles and world view of others. 
They should also develop receptivity to other perspectives. 

3 Health of planet awareness Students should acquire an awareness 
and understanding of the global condition and of global trends and 
developments (eg wealth distribution, types of development, environ- 
mental impact of human activity). They should develop an informed 
understanding of the concepts of justice, human rights and responsi- 
bilities and be able to apply that understanding to the global condition. 
In considering the health of the planet, students should also develop the 
capacity for future projection. 

4 Involvement consciousness and preparedness Students should 
become aware that the choices they make and the actions they take, 
individually and collectively, have repercussions for the global present 
and the global future. They should develop the social and political action 
skills necessary for becoming effective participants in democratic 
decision-making at a variety of levels, grass-roots to global. 

5 Process-mindedness Students should understand that learning and 
personal development are continuous journeys with no fixed or final 
destination; and that new ways of seeing the world are revitalising but 


risky. New vision may bring some things into focus but obscure others 
and it will, in any case, become obsolete in time. 


Schools as dustbins of human potential 


The thrust of the argument so far has been that schools fail in two of their 
most basic functions: to enable students to make sense of the world in 
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which they live, and to endow them with the skills and insights necessary 
for effective participation in a democratic society. Schools do not 
sufficiently facilitate the ‘journey outwards’. Nor, we submit, do they 
adequately promote the ‘journey inwards’, the process of attaining a 
profound understanding of one’s own capacities so as to develop the 
globality of one’s potential. There is plenty of evidence to support 
Charles Handy’s description of schooling as a ‘disabling system’. 


Raw material is passed from work station to work station, there to be stamped or 
worked on by a different specialist, graded at the end and sorted into appropriate 
categories for distribution . ... That so many come through it, smiling, grateful 
and grown up, is a tribute to the dedication of many teachers who impose their 
humanity and personality on those huge processing plants. But many do not 
come through as well. They leave alienated by an institution that seems to them 
oppressive, irrelevant and dismissive of their possible contribution to the world.’ 


Such a process represents an enormous and damaging waste of human 


potential, a failure to recognise that 

school: a wholly unexplored, radically 
fold that identity — to unfold it with the 
recious resource of our species, 


this is what all of us bring into life and to 
unpredictable identity. To educate is to un 
utmost delicacy, recognizing that it is the most p. 
the true wealth of the human nation.® 
writes Theodore Roszak, ‘we can fail to 
become what we were born to become.’ We are ‘the unfinished animal’.” 
The capacity to express ourselves creatively — one of the characteristics of 
humankind which sets us apart from the rest of the animal world — has 
been stifled in all but a few individuals whose exceptional talent has 
enabled them to break free from the oppressive influence of ‘extremely 
limited consciousness’. What are the manifestations of this myopic 
condition in schools, turning many institutions into overflowing dustbins 
of human potential? They would surely include: 

© compartmentalisation of mental and physical activity, with a higher 

value placed on the development of the mind in isolation; 

e an emphasis on learning through abstract concepts, rather than 

through actual experience; 

© little value given, or time allocated, to the development of sensory 

awareness (save for the first few years of primary school); 

© a pervading atmosphere of individualistic competition, thereby 

fostering selfishness, self-importance and aggression; 

e little attention paid to an exploration of personal attitudes and 

values, and the development of positive feelings towards others; 

© failure to recognise and nurture the richness and diversity of each 


individual’s talents; 
© little contact with the community, thereby underlining the isolated 


unreal nature of schooling. 
If a fundamental aim of education is to ‘unfold the identity’ of every 


‘Alone among creatures’, 
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child then we need to develop a much broader consciousness within 
schools. In addition to curriculum changes to promote understanding of 
the global system, a re-appraisal of the quality of inter-personal 
relationships amongst teachers and students is also required. We need a 
commitment to creative, open and co-operative approaches to teaching 
and learning: an examination of the implicit messages of the ‘hidden 
curriculum’; and the development of open and constructive school- 
community links. 


Global education or global indoctrination? 


Much of the inspiration for global education has emerged from the 
United States. The educational implications of viewing the world as an 
interdependent system have been explored by educators such as Lee 
Anderson, James Becker and Robert Hanvey. Revolutionary new insights 
from the convergent findings of physics, mathematics and parapsych- 
ology have been added by scientists and writers like Fritjof Capra, Jean 
Houston, Marilyn Ferguson and Theodore Roszak. Apposite teaching 
and learning approaches owe their origins to a long lineage of humanistic 
educators including John Dewey and Carl Rogers.® 

The focus of global education initiatives in England and Wales over the 
last decade has been world studies, launched initially by the Worl 
Studies Project of the One World Trust, further developed by the 
Schools’ Council World Studies 8—13 Project and now operational, to 
varying degrees, in some 45 local education authorities.” World studies, 
too, has drawn much inspiration from American writers and educators, 
but also from internationalists such as U Thant, Robert Macnamara, 
Willi Brandt and Barbara Ward. Furthermore, the area has close links 
and shares many overlapping interests with the related fields © 
development education, environmental education, human rights edu- 
cation, multicultural/anti-racist/anti-sexist education, and education for 
peace and international understanding. Through its association wit 
these fields, world studies has been able to draw upon the insights ° 
educators such as Paolo Freire, Johan Galtung and Ian Lister.’ 

World studies has been attacked by writers from far right and far left 
positions. Of the former, Roger Scruton’s pamphlet World studies: 
education or indoctrination? is the most prominent, though by no means 
thorough, critical account; the paucity of its academic base has bee” 
thoroughly exposed.'! From a far-left viewpoint, Chris Mullard has 
accused world studies of failing to adequately consider the issues ° 
power and inequality in our society, with particular regard to the life 
chances of members of ethnic minorities, !2 Richard Hatcher has argue 
that the world studies classroom excludes radical critiques of worl 
capitalism and, by so doing, helps to perpetuate inequality.” Such 
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criticisms have served to remind practitioners that the educational 
principles on which world studies is based are not universally shared. The 
media coverage given to the far-right position has also clearly indicated 
the alarming degree of misconception about the basic aims and methods 
of world studies. It may be useful, then, to explore some of the more 
serious (as opposed to the merely spurious) reservations about the place 
of world studies/global education in the curriculum. 


World Studies deals with political issues 


There are schools of thought which hold that political issues should be 
kept out of the classroom on the grounds that students’ immature minds 
are susceptible to wilful indoctrination on the part of teachers. 
‘Politically contentious subjects’, writes John Marks, ‘should normally 
form no part of the curriculum for pupils below the age of 16 and should 
be rigorously excluded from primary schools.’!* Such a view ignores the 
fact that students themselves are caught up in the global system: 
non-involvement is not an available option. The workings of that system 
raise crucial questions concerning human rights, justice, equality and 
peaceful/conflictual relationships. For education to be a relevant prep- 
aration for life in the 21st century, those issues need to be thoroughly 
considered and relevant skills for constructive democratic participation 
developed. 

Scruton repudiates Marks’ stance. ‘It is undeniable’, he writes, ‘that 
there is massive inequality between the richer and poorer countries of the 
world... and that a process of education that ignores this fact ignores 
one of the most salient features of the modern world." It also has to be 
remembered that schooling only forms part of education. Children of 
primary school age are exposed daily to political issues on BBC 
television’s John Craven’s Newsround. A small-scale survey undertaken 
by the Centre for Global Education revealed that between eight and 
twenty per cent of children in top junior and first year secondary classes 
in a range of English schools watched the 1984 BBC late evening 
television drama-documentary, Threads, on the subject of a nuclear 
attack on Sheffield. Schools, we would submit, have a responsibility to 
ensure that any possible media bias is countered by the sensitive and 
professional examination of such topics within the classroom. It smacks 
of dangerous élitism to suggest that only those able and prepared to 
continue education beyond 16 should have the opportunity to reach an 
informed understanding of key global issues. As Sir Keith Joseph has 
recognised, politically controversial issues have to be tackled in schools 
in the interests of good education. ‘How this is best done for pupils and 
students of varying maturity and understanding,’ he argues, ‘isa matter 
of professional judgement and calls for the exercise of professional 
responsibility.’'° 
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World Studies is concerned with attitudes, values and feelings 


Education, some argue, is and should be value-free and should avoid 
learning approaches which touch upon attitudes and feelings.” Objec- 
tives of world studies such as the development of students’ respect for the 
rights, feelings and essential worth of other people and their appreciation 
of the diversity and riches of other cultures, inevitably reveal underpinn- 
ing values and involve learning in affective as well as cognitive domains. 
But what process of education, we need to ask, is not concerned with 
attitudes, values and feelings? The very choice of what knowledge, skills 
and culture to transmit in the classroom — and the choice of mode of 
transmission — involves moral and political judgements, based on 4 
certain set of values and assumptions. Is it not also a purpose © 
education to help students develop a personal morality and civic 
consciousness (the nature of which we may need to constantly re-define, 
given the increasingly systemic quality of the contemporary world)? 
Learning in the affective domain is central to global education, as it 1$ 
to good education generally. Understanding others’ perspectives Ca” 
often be efficaciously achieved by confronting one’s own perspective an 
the beliefs and assumptions which have shaped it. Furthermore, breaking 
out of what Jean Houston calls the ‘extremely limited consciousness’ of 
our time requires the full awakening of human potential. New research 
indicates that such an awakening will only come about through holistic 
approaches to learning, harmonising the complementary capacities O 
mind and body, reason and emotion, analysis and intuition, logicality 
and imagination.'® The cognitive learning of the traditional classroom 
may be oriented towards the suppression of one’s emotional self, but that 
too carries significant, albeit hidden, messages for personal developmen 


World Studies is destructive of national culture and values 


During the process of the world’s evolution from a collection of lands 
and peoples to a system of lands and peoples, the concept of nationhoo 

has undergone a profound change. Whereas in the past it may have been 
possible to generalise, with some degree of accuracy, about a ‘British’ 
person, ‘British’ culture, or ‘British’ interests, it has now become 
increasingly difficult. A working-class family in the north of England, for 
instance, may well have a very different view of British culture 2” 

British interests from that of a middle-class family from the Londo” 
stockbroker belt. Ethnic minority families REBA h British, ofte? 
identify more readily with the culture and values of commünities in other 
parts of the world. The movement and resettlement of peoples has helpe 

create a complex web of transnational ties iE and sentiment 
within and between national communities. What are the definitiv? 
characteristics of ‘Britishness’ which adequately sum up Britain today? 


Global education 47 


Would they focus upon place of birth, citizenship and voting rights? 
Upon family lineage and length of residence? Upon respect for British 
parliamentary democracy and involvement in the local community? Or 
even, perhaps, upon the more intangible, subjective attributes such as 
humour, sociability and degree of emotional disclosure? To define 
Britishness by any one, or any combination, of such characteristics would 
be tantamount to an act of exclusion of large groups of people, of diverse 
cultures, classes and creeds, currently living in Britain. It would not, 
therefore, reflect the plurality of British culture and society. 

In an interdependent global system, national culture and values can 
only be understood within a global context. A culture is neither 
monolithic nor static; it is susceptible to constant adaptation from 
myriad influences from both within and outside itself. The term 
‘national’ is, in this context, misleading, in that it refers to a polymorphic 
and changeable collection of assumptions, perspectives and patterns of 
behaviour, many of which originate from outside the national bound- 
aries but many of which, on the other hand, have been transported to 


other parts of the global system. 


World Studies is oriented towards change and action 


Many writers have argued that one of the most salient features of the 
modern world is the degree and pace of change: change itself has 
changed.!? Humankind has reached the stage where change occurs so 
swiftly that it would appear essential that we continuously re-assess our 
values, beliefs and patterns of behaviour, if we are to avoid ‘future shock’ 
— the psychological disease afflicting many who are unable to cope with 
the velocity and pervasiveness of change. 

Preparedness for change necessitates the development and practice of 
action-oriented skills, such as decision making and problem solving, 
creative thinking and future projection, as well as those which facilitate 
Participation in group processes. If a primary function of schooling is to 
prepare young people for the future — a future which is likely to be 
characterised by the new, the unexpected and the uncertain — then 
development of the capacity to deal constructively with change at all 
levels, personal to global, must necessarily figure prominently in the 


curriculum. 
The aim of developing 


(which encompasses the development o 
is central to global education. Only rarely, however, have world studies 


Proponents confronted the ramifications and practical implications of 
what has been called ‘education for involvement’. If the aim is to 
promote ‘involvement literacy’, is it sufficient to consider the issues from 
within the closed confines of the classroom? Can the exploration of 
avenues and techniques for participation in contemporary society ever be 


involvement consciousness and preparedness 
f social and political action skills) 
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much more than a barren exercise if treated in an abstract, sedentary 
manner? What would an inventory of world studies action/involvement 
skills look like (we still await the first)? Should they be coached, for 
‘skills are best (and probably only) acquired by practising them’?>' How 
would student involvement be monitored outside the classroom? How 
would assessment and evaluation take place? What is encompassed by 
‘involvement literacy’? These — and other closely-related questions — 
must inevitably be faced if talk of developing participation skills is to g0 
beyond the rhetorical. ; 

The potential dangers for the teacher and the school in promoting 
involvement are always just below the surface and need to be recognised. 
What if a ‘Community against the Bomb’ group, antipathetic to most 
things military, chooses to enter into debate with, or demonstrate 
against, visiting Army careers officers? What if a group of students, fired 
by concern for the environment, take some form of action against council 
plans to pipe and thus destroy life in a local stream? Can and should the 
school permit such activities? At what point will even a sympathetic 
executive be forced to say ‘enough is enough’? For the most part, thes¢ 
questions remain purely hypothetical, but it is well within the bounds © 
possibility that cases will occur where teachers embarking up” 
involvement programmes will actually have to face them. ; 

The other area of danger, for some schools, is that students coached in 
action skills may direct those skills against aspects of the institution 1” 
which they find themselves.?* Clearly, the world studies teacher wishing 
to promote involvement and develop action skills is riding a tiger but it 8 
a tiger which may well have to be ridden if proponents really mean what 
they say about education for participation. What is now needed is for 
teachers working in the field to give a full and professional airing tO the 
issues raised, so that involvement as a facet of the school experience can 
be approached with more confidence and surety of purpose. 


Global education in practice: implications for 
classroom and school 


Perhaps the most controversial aspect of global education concerns the 
implications of its philosophical and conceptual base for the structure © 
the school, the climate of the classroom and the organisation of the 
learning process. Both the journey outwards, towards a greatct 
understanding of the global system, and the journey inwards, towards 
profounder self-awareness and realisation of one’s potential, suggest 

certain style and process of teaching and learning which is none toe 
evident, in any consistent form, in the average school. As Johan Galtung 
reflecting on peace education, puts it: We should structure schooling 
much more in the way we would like the world to look. This means quit? 
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a lot of concrete things: decentralisation, horizontal education, emphasis 
on dialogue between pupils and between teachers.” There remains, for 
instance, something essentially ‘unpeaceful’ about the teacher who 
lectures on peace issues from the front of the class. However worthy the 
topic, the teacher’s credibility is undermined through the format in which 
she chooses to operate. Peace education, Galtung argues, has to avoid the 
‘structural violence of one-way communication’. The learning environ- 
ment should encourage an information/opinion flow between all 
participants (ie ‘horizontal education’). Co-operation, dialogue and 
participation should be the hallmarks of the classroom. 

In global education, likewise, the medium is of crucial importance 
because it is directly related to the message of the topic, indeed the 
medium is the message. How can one teach about respect for the rights 
and essential worth and dignity of others in a classroom or school in 
which a lack of such respect is patently evident? Can one realistically 
expect students to grasp the concept of global interdependence and the 
need for co-operation between peoples and nations in a climate which 
fosters competition and extols individual endeavour? As Robin Richard- 
son writes: 


Certainly it seems idle to promote ‘a world community’ or ‘a democratic and 
participatory multiracial society’ without seeking to bring these concepts alive — 
these concepts of community, democracy, participation, equality — in each 
classroom, and without enhancing teachers’ images and expectations of their 
pupils.?4 


Attainment of the five aims comprising the irreducible global 
perspective requires a shift away from dependence upon cognitive 
learning and a movement towards holistic approaches to learning, in 
which the complementary capacities of reason and emotion, intellect and 
imagination are harmonised. ‘Perspective consciousness’, for example, 
necessitates the student taking an imaginative leap outside her own 
cultural framework, assuming, in her mind, a ‘fly on the wall’ position. 
Such a position is unlikely to be reached through cognitive reasoning 
alone, which itself helps to construct the limited framework; it requires a 
constant interplay between cognitive and affective learning. The emo- 
tional ‘slap on the face’ which so often accompanies the sudden 
self-awareness of one’s limited world view is a powerful tool for learning, 
a deep-felt dawning which can stimulate the intellect into accommodat- 
ing the new horizons glimpsed. Both ‘systems consciousness’ and 
‘process-mindedness’ demand a rejection of the simplistic ‘right-answer 
syndrome’ which characterises so much of examination-oriented school- 
ing. Students are encouraged to see that solutions to problems — personal 
to global — are, at best, helpful adjustments within the system. They are 
helped to realise that decisions and judgements they reach are, by their 
nature, impermanent — they are stills taken from a life-long moving 
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picture. New information and new perspectives will help them to see 
things in different ways. 

The global education classroom, then, places considerable emphasis on 
experiential and co-operative learning, on active participation by 
individuals and groups in the initiation, direction and evaluation of what 
is learnt, and on creative, imaginative and divergent thought and action. 
The classroom climate, too, is significant: such learning is unlikely to 
take place unless an affirmative atmosphere and environment prevails — 
one in which the integral worth and experience of each individual is 
cherished and their self-concept enhanced. In practice, students will often 
be involved in structured small group activity, which encourages 
communication, co-operation, negotiation and decision making. Role- 
play, simulation games and experiential activities (short activities 
designed to stimulate an intense learning experience through employing 
the emotions and/or the senses) will also feature prominently, enabling 
students to explore their own perspectives and attitudes and to consider 
other viewpoints and feelings. The controlled use of fantasy an 
visualisation is becoming recognised as an effective means to activate 
creative and problem-solving processes.*> 

It would be erroneous to suggest that global education eschews class 
discussion and teacher input altogether. Activity and experiential 
approaches often generate a thirst to know more. This may be fulfilled by 
a talk by the teacher or visiting speaker, film or television programme 
input or research from books and other printed materials. There 1$ a 
quintessential difference, however, between input that arises from 
students having some control over and stake in the classroom process» 
and imposed input. Talks, films and study can also be so structured as tO 
harmonise with a participatory classroom climate.2° Nor would it be 
correct to imagine that the learning approaches advocated in globa 
education are employed at the expense of high levels of cognitive 
attainment; that global education, in other words, is no good for passing 
examinations. There is a substantial body of research evidence whic 
shows that co-operative learning, an affirmative classroom environment, 
and the development of open, trusting and empathetic relationships 
among teachers and students, all lead to higher levels of cognitive 
attainment, for both able and less able students, than in classrooms 
where the emphasis is on individualistic work and competitive persona 
relationships.”” Co-operative learning has been found to be mor 
efficacious the greater the degree of conceptual learning requireds 
additionally, higher cognitive learning will result from co-operative 
situations in which the task undertaken generates controversy Or conflict 
of ideas, opinions and theories (as compared with individualistic study ° 
controversy, or a group task based on a non-controversial issue)" SUC 
conclusions would seem to be of great significance not only for globa 
education but also for the choice of teaching and learning styles in other 
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areas of education which tend to be concerned with complex concepts 
and controversial issues. 

What of the role of the teacher in the co-operative, participatory 
classroom? ‘Teaching’, says Carl Rogers, ‘is a vastly over-rated function.’ 
By this he means that the process of imparting knowledge and 
information is no longer relevant in the contemporary world: “We are, in 
my view, faced with an entirely new situation in education where the goal 
of education, if we are to survive, is the facilitation of change and 
learning. Perhaps the term ‘facilitator’ would be more appropriate 
than ‘teacher’, implying that the adult in the classroom is using her skill 
and experience to draw out and advise upon a process of change and 
development which is innate in every student. Let us not imagine that this 
is, in any sense, an easy task. The art of facilitation is like the fine tuning 
of a sensitive musical instrument; the capability for creating harmonious 
sound is always present within the instrument but is dependent upon the 
tuning skills of the musician. Once the instrument is finely tuned — and it 
will need periodic adjustment — the capacity for creating music is 
limitless, Effective facilitation not only demands consummate sensitivity 
and skill, it also requires a transference of power from the ‘teacher’ to the 
students. The teacher as instructor in the traditional classroom uses her 
power to override the students’ autonomy, to manipulate and limit their 
personal power; the teacher as facilitator in the co-operative, participa- 
tory classroom encourages the constructive use of that power, thereby 
limiting her own. 

This shift in the locus of power and decision-making in the classroom 
is both difficult and risky. The teacher no longer has ‘all the answers’ and 
cannot expect to be respected or obeyed solely on the basis of her status. 
Above all the teacher must be, and be seen to be, a genuine human being, 
with strengths and weaknesses, wisdom and ignorance, emotions, 
prejudices and integrity. Through devolving power, however, the 
facilitative teacher helps to safeguard against the indoctrination or 
manipulation of credulous minds. Indoctrination — the instruction of a 
doctrine — becomes less feasible in co-operative, participatory learning 
situations where decision-making is shared among all those involved. 
One should be aware, of course, of the persuasive power of the group to 
stifle or subvert the nonconformist individual opinion; the teacher’s role 
here is to ensure that such opinions are listened to and seriously 
considered. 

What, finally, are the implications of global education for the structure 
and management of the school? As in the classroom, the medium is the 
message. The development of co-operative, affirmative attitudes among 
students is largely dependent upon teachers and ancillary staff displaying 
these same attitudes — whether in the staffroom, on the playing fields or 
in the dining hall. A respect for the intrinsic worth and rights of other 
people must be enshrined in school regulations, disciplinary and 
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compaints procedures. The encouragement of students to anye 
participate in their own learning and development needs to be sippar. 
through opportunities to share responsibility for the management an 
direction of the school. A commitment to experiential learning can ss 
positively expressed through sending students out into the Sa 
community, to learn from its expertise and to contribute to its gowa 
respect for, and appreciation of, diversity and creativity should be 
reflected in the curricular and extra-curricular opportunities open to 
students. R 

A global perspective should infuse the curriculum. While the establish- 
ment of a single subject or interdisciplinary core course might be the mo 
viable means of introducing such a perspective and developing sta 
expertise, the credibility of this perspective may well be undermine 
unless it is reinforced across the curriculum. Recently, the most eae 
innovations in global education have taken place in the primary schoo 
and in areas of the secondary school curriculum such as science, maths, 
home economics, religious education and literature2? Such develop 
ments raise important questions about the present rigi : 
compartmentalisation of knowledge within the curriculum and mechan: 
isms for achieving interdisciplinarity — and about the training of teacher 


‘ ars, ; é td o 
so they can handle issues which lie outside their traditional areas 
expertise. 
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Appendix 


AT ' to 

In recent years there has been a move towards legislation enabling paron a 
- Eai i é 

withdraw children from lessons or activities which do not comply with t 


religious or philosophical opinions. The following list indicates some of the 
implications of such a law. 


10 


11 


12 


13 


Assembly r : thé 
Daniel’s parents, members of Christian CND and pacifists, object Fi it 
militaristic overtones of hymns such as ‘Onward Christian Soldiers’, ‘Fig! 
the Good Fight’. Withdraw him. aed 
Rowena’s parents object to the headmaster’s talk about the propose ea 
school appeal, to raise money for sports equipment, on the gronne a 
essential equipment should be provided by the state not voluntary effort. 
Lesson 1: Geography: Lesson on plantation farming ; h him 
Jason’s parents object that learning about black teaworkers won t teach 
anything about British industry and won’t help him get a job. fthe 
Wayne’s parents, local Oxfam organisers, object because the content oe 
lesson ignores the rights, denials and injustices involved in a planta 
economy. A 
James’s parents object to him drawing and writing about viage wot 
when they’ve contributed so much to unemployment and urban violen 
Lesson 2: Maths and 
Graham and Stefanie’s parents object to the stereotypical images of men aa 
women in the Maths textbook. Men are always portrayed in activity es 
responsibility roles whilst women, if portrayed, are passive and jase 
Benjamin’s parents object to the atmosphere of individualised compel a 
in the Maths class, calling for the introduction of co-operative 
problem-solving techniques. 

Lesson 3: P.E. ue 
Claire’s parents want her to play football but, for organisational purp 
permission is refused. She is withdrawn, seas thes 
Darryl’s parents object to him being forced to play Rugby because it tea 
aggression and can be physically harmful, especially to adolescents. 
Lesson 4: History being 
Elizabeth’s and William’s parents object to the history course as ane 
nothing but a succession of battles and wars ignoring the social, cultura 
aesthetic developments of the period. Taoa 
Tracey’s parents object to history because of its concentration on kings a o 
queens, arguing that children should not be indoctrinated into acceptan¢ 
royalist sympathies. Their 
Henry’s parents object to the Eurocentric bias of the history course- 


à (2 
son has learnt little about the world beyond Britain and Western EurOP re 
John’s parents object to the fact that the people learnt about in history 

upper class; the contribution of 


ordinary folk is by and large ignored. 


14 


15 


16 
17 


18 


19 


20 
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22 
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24 


25 


26 
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Samantha’s mother objects to the history course ignoring the role and 
achievements of women with predictable regularity. 

Lesson $: Biology 

Charlene’s parents object to learning about reproduction in the classroom 
divorced from moral and social considerations. 

Sarah’s parents object to her learning about reproductive organs and activity 
outside the home. 

Andrew’s parents, animal rights sympathisers, object to their son having to 
dissect a frog. 

Lindsay’s parents object to the textbook pictures of black people used to 
illustrate the world’s most common diseases given the total absence of 
reference to and pictures of some of the diseases of affluence, such as 
obesity, heart attack and cancer. 

Lesson 6: English 

Rowena and Rachel’s parents withdraw their daughters on the grounds that 
all the set O-level texts are by male authors who do not adequately represent 
women’s perspectives. 

Daniel and Louise’s parents withdraw their children on the grounds that the 
course includes works by D.H. Lawrence which offend their views on sexual 
morality, Lawrence, they maintain, has done more than any author to 
promote the permissive society. i 

Sean’s parents object that no Irish authors are included in the curriculum 
and yet some of the best — if not the best — twentieth-century literature has 
been Irish, e.g. James Joyce, Brendan Behan, William Butler Yeats, Synge, 
Edna O’Brien, Sean O'Faolain. 

Lesson 7: Home Economics — Cooking Sausage Rolls 

David’s parents object to his presence in a classroom where there is meat 
that is not kosher. 

Eileen’s and Rebecca’s parents, vegetarians, object to their presence at and 
involvement in a lesson involving the cooking of meat. 

Sharon’s mother, a dietician, objects to the lack of information about the 


poor nutrition value of and harmful additives contained in the ingredients of 


sausage meat. k 
Darren’s father objects to his having to take compulsory home economics, 


particularly cooking which is a women’s role in life. 
Matthew and Lisa were absent. 


Chapter 4 


Gender bias in schools: 
the controversial issues 


Judith Byrne Whyte 


The burgeoning literature and corresponding activity on gender in 
education was launched in the late 1970s, largely by feminists. Within 
the critique of schooling as gender biased there can already be discerne 
two distinct directions with rather different implications for school and 
classroom practice. 

At the turn of the century and earlier, feminist campaigns fought for 
girls’ access to the broader range of educational experience an 
qualifications. In the mid-1960s, before the emergence of the new 
feminism, a Labour government promoted coeducational comprehensive 
schooling, in the belief that it would increase the opportunities available 
to all children. At that time, the question of supreme importance was 
how to improve the chances for working class children. It was assum® 
that coeducation would benefit girls because they would have access g 
exactly the same curriculum as boys. In consequence, the majority ° 
British schoolchildren now experience coeducation. Even the indepen- 
dent sector, long the bastion of single sex education, is beginning tO a 
certain benefits in educating boys and girls together.'! Yet equality ° 
access as practised in mixed schools has clearly failed to bring about 
equality of outcome between the sexes. 

The ‘new’ feminism is, in one of its aspects, merely a continuatio. 
the original struggle to give girls and boys the same educational benefits: 
There are two issues which exemplify this trend: efforts to bring more 
girls into science and technology; and, more recently, campaigns tO bring 
more women teachers into senior management posts in the education? 
world. Both can be seen as attempts to widen access to benefits enjoy® 
disproportionately by the male sex, although as we shall see that is nO 
the whole story. 

The other approach has focused not so much on access as O” the 
content of the curriculum, and on its process: the way the curriculum s 
delivered. Analysis of children’s reading books and school texts has 
shown how women and girls are stereotyped, ignored or undervalue š 
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There are many descriptions of male domination of classrooms and 
schools which emphasise the different experience of schooling on the 
part of girls and boys. In this approach, the characteristic strength of the 
women’s movement’s emphasis on consciousness-raising, shared experi- 
ence and recognition of the collective rather than individual nature of 
discrimination against females is evident: ‘the personal is political’. 
Both types of feminist critique challenge the assumption that merely 
educating girls and boys under the same roof is any guarantee that they 
will receive equal educational benefits. Many local education authorities 
are now implementing equal opportunity policies. This chapter considers 
the issue of gender in schooling, and the controversies associated with 


access, content and process, and policy. 


Equal opportunity approaches 


Girls’ access to science and technology 


The argument here is not parallel to the issue of class. Although working 
class children are still under-achieving in school, almost the reverse is 
true of girls. Their school achievement surpasses boys’ at 11 plus (as it 
has for a long time) and recently they have been gaining, on average, 
more passes at ‘O’ level. As table 1 shows, the trend during the 1970s 
was for more pupils to gain school-leaving qualifications, and the 
number gained by girls increased even more than by boys.” 


Table 1 Attainment of school leavers as a % of relevant population, UK 


1970-71 1980-81 

Boys Girls Boys Girls 
1 or more ‘A’ levels 18 15 17 17 
5 or more ‘O’ levels 6 8 8 10 
1-4 ‘©’ levels (A-C) 16 17 23 oF 
1 or more ‘O’ levels (D-E) 11 9 31 30 
No GCE/SCE qualification 44 44 16 12 


There is nothing extraordinary about girls doing well at school. As a 
look at other countries shows, girls’ achievements are frequently superior 
to boys. In France and Hungary, to mention two, girls achieve better 
results than boys right up to university level. In France there is growing 
concern that women are coming to dominate humanities subjects in 
higher education, and in Hungary differential entry requirements to 
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university for the two sexes have been introduced to ensure that males 
have a ‘fair’ share of university places. 

In England and Wales, the major and most publicised issue is that 
schoolgirls’ qualifications and prospects on leaving school are inferior to 
boys’, despite the high level of their academic achievement. While boys 
get qualifications in maths, the physical sciences, technology and 
computer studies, girls typically leave with a group of exam passes in 
arts, languages, and subjects like religious studies, art and home 
economics. These are not the sorts of subjects which lead into well-paid 
employment, nor, in the current context of a shortage of university 
places, do they offer many routes into higher education. A number of 
studies, here and in the US, have shown that able girls achieve much 
lower status in the labour market than comparable males after they have 
left school and a study of the impact of teacher training cuts in this 
country shows that this has had a considerable effect on female entry to 
higher education.* Girls of average ability have even more circumscribed 
prospects. 

Under the educational provisions of the Sex Discrimination Act (1975) 
it is illegal for a mixed school to offer different curricular provision for 
boys and girls. It is at school that children make subject choices which 
determine to a large extent their occupational futures, so a lot of interest 
has focused on girls’ ‘failure’ to take up the options of physical science 
and technology when these are available in mixed comprehensives. The 
problem was initially seen as one of girls’ motivation, a perspective which 
has been criticised for presenting girls as deficient males or ‘blaming the 
victim’: ‘if only girls would see the advantages of taking science an 
technology as boys do, they could achieve much more’. The GIST (Girls 
Into Science and Technology) project, among others, has shown the 
factors at work which make it unlikely that girls in coeducational schools 
will pursue the same curriculum as boys. The teaching of the subjects is 
geared to masculine interests; teachers expect boys to take physics an 
technology and are more doubtful about girls who want to make the 
same choice; boys define science and technology as their area; and the 
options system and staffing norms are built on the assumption of a sex 
segregated curriculum.* Three GIST booklets offer practical ideas for the 
classroom teacher.* j 

Teacher attitudes are significant; it appears that the subject taught may 
be a better guide to teachers’ beliefs about equal opportunities than their 
sex. Teachers of traditionally masculine or feminine subjects like Craft, 
Design and Technology, Home Economics, Maths and the Physical 
Sciences appear to be least in favour of equal opportunities. Those who 
teach English, Humanities or Social Studies are more willing to accept the 
arguments about male bias. London teachers are noticeably more 
‘liberated’ about the gender issue, either because those who gravitate tO 
the metropolis have different attitudes, or perhaps because ILEA has 
promoted equal opportunities longer than authorities elsewhere.” 
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Solutions to the girls and science/technology problem have been 
proposed by the GIST team, by GATE (Girls and Technology Education) 
and others. Teachers need in-service training to alert them to the factors 
which discourage girls or make them feel unwelcome in the science lab or 
craft workshop. The way subject options are presented to third year 
pupils is important, and positive efforts have to be made if schools wish 
to reverse the usual pattern of sex stereotyped choices. This is not, as 
sometimes objected, an interference with children’s free choices: the 
evidence is that boys, in particular, are choosing science less because they 
enjoy it or are good at it than because it is the expected choice. Girls seem 
to be more influenced by whether they find the subject interesting.’ Both 
sexes perceive the relevance of subjects for future jobs as being very 
important. This is why careful pre-options counselling and broad based 
non-sexist careers education are generally advocated.'° 

In every area of life, even where females predominate numerically, men 
are to be found in positions of power and responsibility, with women in 
subordinate roles. There has been very little change indeed in the sexual 
segregation of labour, with women clustered in a small range of familiar 
feminine occupations where status and pay are relatively low. The 
division of the curriculum into ‘feminine’ arts subjects and ‘masculine’ 
science subjects reconstructs and reinforces the sexual division of labour 


which is a major source of sex inequality. 


Women teachers 

The sexual division of labour is almost perfectly reflected in staff 
common rooms. In the primary sector, where 77% of teachers are 
women, only 44% are heads, and that includes many infant heads. Junior 
schools are frequently headed by two male Chiefs and staffed by many 
female Indians. In secondary schools, the only women heads of 
department are likely to be in charge of Home Economics, Religious 
Education or Languages. Most of those teaching physical science will be 
men, and CDT departments are generally all-male enclaves. Women’s 
share of senior management posts in secondary schools has actually 
declined over the last two decades,!! in part because of the move towards 
larger coeducational comprehensives, and the prejudiced assumption 
that it is preferable to have men leading large mixed schools. 

The reasons usually adduced for this state of affairs are that women 
are less well qualified, that they have less experience than men of the 
same age because of a career break to have children, that they are less 
committed to the job because of domestic responsibilities and/or that 
they are just less ambitious. There have been several studies to establish 
the validity or otherwise of these explanations. They reached similar 
conclusions: women are no less qualified on entry to the profession than 
men,!2 but when they apply for secondment for in-service training, a 
characteristic preliminary to promotion, they are less likely to be given 
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it." The ILEA study found differences in length of experience between 
men and women of the same age, mainly due to the career break, but it 
was insufficient, particularly among primary teachers, to account for the 
imbalance in senior posts held. On average, women teachers take about 5 
years out of teaching to build a family, a relatively short time within a 
career of up to 35 years, and there is recent evidence that younger 
teachers are taking only the statutory maternity leave rather than 
sacrifice their place on the promotion ladder.'* Analyses of male and 
female absences from school and ‘commitment’ to the job do not support 
the notion that women are less committed. And as Sandra Acker has 
pointed out: 


Writers get tangled up trying to equate ‘commitment’ with what men do. ‘Lack of 
commitment’ turns out to mean interruptions for childrearing; ‘commitment’ to 
mean furthering one’s own career, especially by moving out of classroom 
teaching.'> 


Her favourite finding (from an American study) is: 


that the small number of male primary teachers in the sample had low 
commitment and low interest in their work. Nevertheless, they all hoped to be 
Principals (heads) within five years. 


The ILEA study found, significantly, that one reason women gave for 
not seeking further promotion was that they had no desire to move out of 
the classroom into purely administrative work. This should not 
necessarily be interpreted as a lack of ambition. Women are aware of the 
attitudes of appointing panels'® and their unwillingness to apply for 
senior posts may arise from well-founded doubts about women’s realistic 
chances of promotion. More than one study has remarked on the double 
standard at the root of the assumption that married men with families 
need/deserve promotion, while women with families are considered 
unsuitable. 

Initiatives to bring more girls into science and technology and more 
women into senior posts are both addressing the under-representation O 
women in important areas of social life. There have been criticisms of this 
approach. As Madeleine Arnot has argued,'” the equal opportunity 
strategy is more adaptable for policy makers; it fits into the prevailing 
professional rhetoric, and is consistent with ‘more centralized contro 
and compulsion (eg getting girls to do science)’. It is a strategy aimed at 
joining the male power structure rather than changing or challenging !*- 


The feminist challenge to the process and content of 
education 


Curriculum content 
A number of feminist teachers and researchers have analysed primary 
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school materials, in particular, reading books, for gender bias’ and 
more recently, teachers have begun to do the same while researching into 
their own classrooms.!? They find that central characters are overwhelm- 
ingly masculine, and that women and girls, when they do appear, are 
weak, soppy creatures bearing little resemblance to real live females. 
Myers (1985) reports work in a secondary school where a young teacher 
followed a class round for the day, simply looking at the images of 
women and girls presented in textbooks and worksheets.*° Women 
either appeared in stereotyped roles — wearing an apron, cooking, 
looking after children — or else there was an absence of human beings 
altogether, as in some scientific and technical books. (The latter point is 
important; we know that girls become more enthused about these 
subjects when human implications and social applications are intro- 
duced, see Kelly.*') 

It may seem curious that girls nevertheless turn out to be better 
readers, in the sense that they prefer longer books than boys, and have 
fewer problems with learning to read. The problem with biased content 
lies not in the possible interference with learning, for it seems that girls 
adapt to male-centred materials, but in the subliminal message implying 
the inferiority of women. Both sexes are imbibing a cultural norm of 
women as wives and homekeepers, considerably at odds with reality in a 
country where a larger proportion of women are employed outside the 
home than anywhere else in Western Europe. Teachers of young children 


in Brent found several ways of beginning to counteract negative images 


of women and girls, including an interesting, and apparently successful 


f aie fi . 22 
piece of assertiveness training for infants in the reception class! 


Male domination of the classroom 

The tendency of teachers in mixed classes to give more time and attention 
to boys is well proven by research (for a summary, see Sears and 
Feldman2?). Boys receive more teacher-initiated contacts, are asked more 
questions and contribute more to classroom discussion. They receive 
more criticism from teachers, but also more attention. A study of 


secondary teachers in Birmingham found they actually preferred teaching 
outspoken, and willing to exchange 


males because they are more active, 

ideas.24 Michelle Stanworth, also in a secondary school, found that the 
‘ ; ges 

teachers frequently had difficulty remembering girls’ names, even when 


they had learned the boys’. ; i 

Efforts to change the situation have met with some success under 
action research conditions, but only when the teachers were highly 
motivated.?ć The changes teachers make can be quite small, for instance 
a maths teacher realized that her unwritten hands-up rule was favouring 
a few of the more extrovert boys. When she took the trouble to distribute 
questions evenly, by posing them to individuals by name, participation 


increased. 
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In the last three or four years, several writers (eg Sarah, Scott and 
Spender, 1980,” Shaw, 198428) have advocated separating boys and 
girls as the only way to ensure that girls can participate fully in the 
classroom, have their needs and interests fairly catered for, and feel 
genuinely free to opt for non-traditional subjects: 


The major... educational value of separate schooling for girls... is the 
subversive potential of women learning from one another, rather than from men 
whose authority and power is reinforced in the process. In a crucial sense it is this 
characteristic which defines the feminist response to patriarchy.2” 


The single sex debate 


In single-sex schools it may be that girls benefit in confidence and self 
esteem from being educated separately from boys. Set against that is the 
admitted artificiality of single sex environments, and the rather neglected 
question of what happens to boys and men if they are educated apart 
from the female sex. Arnot (1984) in one of the few articles about the 
non-sexist education of boys comes down in favour of mixed schooling 
because she believes the single sex debate is irrelevant to the question of 
how we educate boys in a way which does not lead them to expect power 
and privilege in society. Men who have received a single sex education 
may become even less likely to respect feminine rights or appreciate 
feminine and feminist values.°° ; 
Jan Harding studied girls’ take-up of physics and biology in 
comparable mixed and single sex schools." It was clear that girls in girls 
schools were significantly more likely to take physics, while biology 
choices were more or less the same in all types of school. A difficulty 
facing researchers in this area is that single sex schools tend to recruit 
more able and more middle-class pupils, so that girls’ better performance 
in the physical sciences may only reflect the class and ability bias of the 
schools. In a comprehensive review of the evidence Bone found that girls 
academic achievements were conditioned far more by the type of school 
they attended — comprehensive, grammar, modern or independent — an 
the style of school — traditional or otherwise — than by whether the 
school was single sex or mixed.?? Another study based on longitudina 
data from the National Child Development Study’? concluded that 
differences in examination results between mixed and girls’ only schools 
are markedly reduced once differences in initial attainment and home 
background are allowed for. Moreover, all the results in Steedman’s 
study showed that the advantages which did exist applied to the most 
able girls, and that the majority of girls would not stand to gain at a 
from single sex schools. Middle-class parents of able girls should deduce 
that their offspring will benefit from single sex schooling, and on the 
whole the girls’ schools which have been most innovative in providing 
facilities for their pupils to study traditional boys’ subjects are the girls 


Gender bias in schools 65 


grammar and independent schools. They certainly have more money to 
buy the extra facilities of laboratories or workshops, or special teachers 
of self-defence as in one London girls’ independent school. 

For the mass of girls, comprehensivisation has offered the main if not 
the only chance of access to subjects previously denied them, and the 
evidence does not inspire confidence in a national policy of return to sex 
segregated schooling. In countries where it is, or has been until recently, 
the norm for girls and boys to be educated separately (eg Austria, the 
Netherlands) it is usually the case that the education offered to girls is 
limited. They are taught arts, humanities and domestic accomplishments, 
while boys are taught a wider range of subjects, more explicitly linked to 
jobs in the labour market. Before coeducation became so widespread in 
this country, girls’ schools offered a sexually-slanted curriculum, with 
emphasis on the arts and home-making skills, and in many cases no study 
of physics at all. The earliest girls’ public schools taught geography as the 
he grounds that it has no masculine 


he educational provision for girls was 
second rate, and the sexual division of labour was even more rigorously 
recreated than is the case today. Even if agreement could be won on a 
return to single sex schooling to promote girls’ interests, future 
administrations could only too easily revert to the provision of poorer 
facilities and curricular offerings for girls. 

Reversing the whole trend towards coeducation seems even more 
daunting than trying to change mixed schools so that they reflect to a 
much greater degree the needs and interests of girls and women. 
Pragmatically, this has led to suggestions for forming single sex groups 


within mixed schools. 

At Stamford Park School in 
concerned about the very poor at 
instituted quite a long running an 


only science, perhaps on t 
associations. By most criteria, t 


Tameside, the Deputy Head became 
tainment of girls in mathematics, and 
d well controlled experiment in single 


sex grouping. Matched single sex and mixed groups who received 
instruction from the same teachers — as far as that was possible over a 
five-year period — were compared. In the early stages, it looked as if girls 
in the girls’ groups were going to do markedly better than their peers who 


were working with boys, and there was some evidence of improvement in 
maths and science performance for girls in the single sex sets.” However, 


the final analysis was disappointing in its results, with no clear benefit to 
girls in maths performance. i 

Smith has not yet published his final results, but there are several 
reasons why his experiment cannot be taken as conclusive. There were 


special conditions at the school. At the time when staff began to notice 


maths results, the school had been mixed for a relatively short period, 


indeed it was still frequently referred to in the neighbourhood as 
Stamford Park Boys’ School. It had been a merger of two unequal schools, 
girls’ achievement in the former girls’ school being considerably 
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lower than average. Smith retired from the school before the experiment 
was complete, and there were no moves to extend the experiment, far less 
the concern with gender equality, to other areas of the curriculum or 
school practice beyond science and maths. Male domination of school 
activities continued unabated elsewhere, and teachers in other depart- 
ments took little or no notice of the Smith experiment. Finally, it is 
important to remember, as Smith reports (1984) that the girls en- 
thusiastically proclaimed their preference for working in single sex 
groups, at least in the maths and science departments. They said that they 
had benefited from the experience, because it was easier to get the 
teacher’s attention, and their confidence increased when the boys were 
not around to tease or inhibit them. 

Some other schools in the same authority experimented with single sex 
science as part of the Tameside Girls and Science Initiative. Despite 
objective evidence that girls’ performance improved while that of the 
boys was not significantly affected, teachers felt they were somehow 
disadvantaging the boys, and in several schools the experiment had to be 
abandoned. Teachers also complained of discipline problems with both 
girls’ and boys’ groups. In contrast, a similar experiment in one of the 
GIST schools continued beyond the end of the active phase of the project, 
and appears to have been successful. Significantly more girls opted for 
physics, the girls were keener on the subject and enjoyed the freedom 
from the constraining influence of boys. Some of the boys disliked OF 
resented the new arrangement, but the teachers continued to believe in It, 
and were convinced by the evidence that boys were not suffering 
academically.* It is difficult to assess these different results, and more 
research and experimentation is needed. Success may depend on teacher 
commitment and the ‘right’ climate in the school. 

While much of the above depends very firmly on academic research 
findings, there is also an important source of evidence from the 
experience of women themselves, stressing the commonality rather than 
individual nature of the oppression or discrimination women and girls 
face in schools, as in other organizations. A recent book edited by Gaby 
Weiner emphasizes female personal experience of schooling and percep- 
tions of the need for change from girls and women themselves.” One 
report from the book describes how a school’s women’s group initially 
seemed to have had some success in altering the practice of addressing 
and referring to women staff by their marital status: Miss or Mrs. But 
some time later they found that only those women perceived as feminists 
were listed and referred to as Ms., intentionally or otherwise setting the™ 
apart from other women teachers. Another chapter shows how different- 
ly males and females may perceive the same event. A boy had painted @ 
picture of a dismembered woman’s body surrounded, significantly, by 
stiletto darts. Some female staff and pupils protested when the picture 
was hung in the entrance hall that they found it objectionable a” 
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offensive to women, but their protest was pooh-poohed by the male staff, 
who refused to have the picture taken down on the grounds that it was an 
artistic expression and not necessarily degrading. 


Sexual harassment 


Sexual harassment in school is not an easy subject to tackle, for two 
reasons: the perceptions of men and women about what constitutes 


sexual harassment often differ, and discussion of the topic naturally leads 


on to issues of control and discipline within the school. A conference 


about ‘Equal Opportunities and Boys’ used a series of vignettes about 
school as a focus for teachers’ discussion. This was one item: 
tely ‘touched up’ in a crowded corridor. The 


A young woman teacher is delibera 
fied by their form teacher, who hears them 


two 13-year-old culprits are identi 
brag about it. 

He and the male head of year t 
teachers, especially women, say “What a 
have been sent home and then interviewe 
that this would be over-reacting to a ‘natura 
staffroom later: “With that tight skirt and thos 
’em, we aren’t allowed to touch, and nor can they!”*’ 


| differences as important, the more 


their attitude is likely to transfer to pupils. In the context of controlling 
and disciplining disruptive pupils it is not infrequently assumed that men 
will do the task better, with the underlying implication that, ultimately, 
physical force may need to be brought into play. This may not necessarily 
imply corporal punishment. When teachers say that men can obtain 
better discipline because of their lower, gruffer voices, the unconscious 
idea is that men qua men have greater authority. This is to underestimate 
the power of moral authority on which teachers of both sexes can call. 
Cunnison describes an incident in which a group of boys made ribald 
comments outside a class where girls in leotards were taking a dance 
lesson. The female teacher automatically frogmarched the boys down to 
the male Deputy Head’s office because that was the way of the school. 
The office was empty, and she was thrown back on her own resources. 
Instead of relying on the threat of male authority, she decided to insist 
that the boys apologise directly, there and then, to the class of girls. Not 
only was her action immediately effective, but it avoided the possibility 
of trivialisation of the incident by the Deputy Head, and confirmed her 
status and authority as a member of staff. More often, one must assume, 
teachers unthinkingly accept the dictum that only men can deal with 
difficult boys, a social rule which has sexual harassment as one of its 


indirect consequences. 


ell them off and make them apologise. Other 
bout our policy on assault? They should 
d with their parents.” But many argue 
l if offensive prank. Heard in the 
e legs, she was asking for it. I told 


The more staff see physical sexua 
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Policy on gender 


National governmental policy, as expressed in documents and circulars 
from the Department of Education and Science, broadly favours equality 
of opportunity.** But it tends to be seen within a framework of general 
recommendations rather than specific requirements laid upon local 
education authorities or training institutions. Despite this rather luke- 
warm encouragement, a growing number of local authorities have 
introduced guidelines on gender equality, run in-service courses for staff, 
or started other initiatives. They include Brent, Cleveland, Clwyd, 
Derbyshire, Devon, Humberside, ILEA, Leicestershire, Manchester, 
Norfolk, Rochdale, Sheffield, Shropshire, Stockport, Tameside and 
Wigan. This is still smaller than the number which have explicit policies 
and associated appointments for multicultural education. 

It is unfortunate when policies for race and gender equality appear tO 
be in conflict with one another, but the reason is frequently traceable to: 
fundamental stereotyping both about girls and boys, and about ethnic 
minorities. Brent’s adviser, Hazel Taylor has very succinctly summarise 
and taken apart this kind of defensive reaction.?? She quotes an 
imaginary Head who refuses to introduce gender equality policies 
because he ‘doesn’t want to upset my Asian parents’. As Taylor points 
out, the assumptions behind this refusal are highly questionable. It is not 
necessarily easier to persuade white parents of the need for gender 
equality, nor is it a mistake to assume that the subordination of women IS 
an issue in non-Western cultures: the point is rather to ensure that ways 
of perceiving and addressing the problem are centred upon the 
experiences and outlook of girls and women from different sub-cultures- 
The Head’s approach also seems to gloss over real and important 
differences between people from a vast sub-continent, and to imply @ 
picture of the demure, passive, subservient Asian girl which is itself a 
stereotype. Taylor recommends more positive approaches to parents O 
ethnic minorities, and more ethnic minority teachers to help decide the 
best content of a non-sexist multicultural curriculum. ‘ 

There is considerable unevenness about the way policies are being 
implemented at school and local authority level. A growing number ° 
local authorities now state in their job advertisements that they are ‘equ? 
Opportunity employers’, but this may mean little more than a paper 
commitment to equality. When the claim is backed up by appointments, 
as in Brent and Inner London which are the only authorities to have 
funded appointments at adviser level specifically for the promotion © 
gender equality, the results have been visible and well reported. In Brent, 
for instance, all headteachers and groups of subject teachers have been 
offered in-service training.*° Groups of teachers have also carried out 
their own action research into patterns of gender inequality at school. 17 
ILEA, there have been similar in-service training activities*! and 4 
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number of impressively glossy, but practically focused documents to help 
schools evaluate their own progress towards greater equality.** Other 
authorities have appointed at a lower advisory teacher level, or seconded 
teacher fellows to carry out investigations into subject options or girls’ 
take-up of science. Tameside have run a Girls and Science Initiative for 
some years, and reports have been published describing special career 
talks for girls, single sex teaching and other interventions. Wigan has two 
advisory teachers. Sheffield has one, whose brief is to concentrate on 
careers education. All these authorities are going considerably further 
than simply publishing guidelines to good practice, which appears to be 
the first and most minimal stage of activity. 

There has been some dissatisfaction with the minimal approach, on the 


grounds that it is merely a way of accommodating the feminist critique 


without actually doing anything to improve or change the female 
fronting uncomfortable issues like 


experience of schooling, far less con 

the interaction of race and sex prejudice.** These critics tend to polarise 
strategies for change as either equal opportunities oriented, ie wishy- 
washy, liberal and ultimately ineffective, or feminist, boldly addressing 


issues of male power, such as male domination of scarce resources or 


sexual harassment in school. 


In practice, once working parties, advisory teachers or advisers have 


been appointed to investigate and take action, both ‘safe’ issues like the 
shortfall of girls in science and technology, and more difficult ones like 
sexual harassment are likely to be raised by women teachers and girl 
pupils. 


The two approaches have been separated in this chapter, but are not, 


of course, mutually exclusive. Nor is it likely that only one sort of 
strategy will be used in particular instances. More probably, the radical 
feminist and equal opportunity directions will be pursued alongside one 
another, with different groups of teachers and policy-makers favouring 
one emphasis or the other. The trouble with both is that the criteria for 
success are far from clear. If the aim is more girls choosing science and 
technology, how long is it reasonable to walt until 50% of engineers are 
female, and is that the important criterion? If the goal is a broader one of 
transforming educational institutions so that they no longer reflect the 
patriarchal structures of power, can it realistically be achieved before 
society itself is transformed? Reports of what has been done already tend 
to be descriptive, and sometimes optimistic, as if the fact that teachers are 
talking about the need for gender equality will ensure that the female 
experience of schooling and the outcomes for the two sexes, will 
beneficially change. Many teachers striving tO implement non-sexist 
schooling feel isolated. There is a lack of clarity about how we are to 
measure the steps forward towards the ultimate goal of what Yates has 
termed the sexually inclusive curriculum.” Evaluation of change is not 
very easy to plan, and can sometimes be disappointing when compared 
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with the original goals. On the other hand, women (and it is mostly 
women) who have been working so long for a de-gendered or feminist 
education could do with some yardstick to measure their achievements so 
far. 
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Chapter 5 


Multicultural teaching 


Alma Craft 


Controversial issues are those problems and disputes which divide society and for 
which significant groups within society offer conflicting explanations and 
solutions based on alternative values." 


Controversial issues are matters on which there is no social consensus. 
Controversy may range from local issues such as the routing of a by-pass 
around a village or the privatisation of the local bus service, to national 
issues such as unemployment, or the conflict in Northern Ireland. They 
also include matters of international significance such as nuclear 
weapons and Third World development, as well as changing social 
attitudes to gender, race and class. In a period of rapid social change, 
there are likely to be many sources of controversy; numerous interest 
groups in society may differ in their analysis of a situation and its 
underlying causes, and intergenerational disagreement will be wide- 
spread. There may be conflicting views about appropriate solutions and 
disagreement about the means to any particular end, but in an egalitarian 
society there will be consensus about the right of individuals to hold and 


express their own opinions. 


During the second half of the 20th century one major change in Britain 


has been a marked increase in cultural heterogeneity. Britain has always 
been multicultural, encompassing Celts, Romans, Anglo-Saxons, Nor- 
mans, Huguenots, Jews, and the Irish. However the recent migration and 
settlement here of large numbers of British West Indians, and British 
Asians, and the presence of a sizeable migrant workforce from the 
European community has focused attention on the extent of cultural 
diversity. The needs and opportunities presented by a multiracial, 
multilingual and multifaith population have become key issues in all 


aspects of social policy, including education. 


Why is multicultural education controversial? 


Education involves socialising young people for adult life. During the last 
This paper draws heavily on the Agenda for Multicultural Teaching prepared for 
the school Curriculum Development Committee by Alma Craft and Gillian Klein 


(Longman for SDC, 1986) 
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decade, there has been much discussion, debate and controversy about 
the role of the school in preparing pupils for life in and for a society 
which is multicultural. There are several discrete strands to the debate. 


1 Assimilation vs cultural pluralism 


Alongside other Western democracies, Britain subscribes to the notion of 
equality of opportunity for all. Early educational responses to cultural 
diversity emphasised assimilation to the British ‘norm’ as the best way 
forward. Schools concentrated on teaching English language and 
customs to ethnic minority pupils, so that they could be quickly absorbed 
into the host community and compete on equal terms with their peers. 
There are many who still hold such views. Others, however, have called 
assimilation policies into question. They point to the continued ae 
achievement of some ethnic minority pupils, and to the extent aa 
intercultural prejudice and hostility inside and outside the school, which 
Presents serious obstacles to the absorption of new communities. Iher 
has also been increasing recognition of the right to maintain a cultura 
heritage; although some individuals of ethnic minority origin may a 
keen to assimilate, others are very reluctant to abandon their cultura 
roots and draw great strengths from their ethnicity. k 

Newer approaches view cultural diversity as a positive asset, and see | 
to improve educational opportunity by building on pupils’ cultura 
background rather than ignoring or disapproving of cultural difference- 
Bilingualism and biculturalism are beginning to be seen as advantage 
rather than handicaps.” Many teachers are supporting the language an | 
culture of their ethnic minority pupils in addition to developing +" 
competence in standard English. 


2 Cohesion vs diversity 


The assimilation versus cultural pluralism debate links closely 
discussions about the limits of diversity. There are some who argue H 
social stability may be endangered if young people are encourage t 
maintain and develop diverse language, culture and belief systems: i 
taken to extremes, they feel, this could result in social and even politica 
separatism. Focusing on similarities between cultures and stressing 
common core values unites individuals, groups and nations and can a 
avoid such schisms, although an excessive concern for homogene 
seems inappropriate in a social democracy. The delicate balance betw¢ 2 
education for cohesion and education for diversity has been extensive 
explored by philosophers and sociologists. In other words, 


Jl 
; : J à à or fu 
educationalists have to decide at what point the acculturation necessary a hë 
participation in society becomes a repressive assimilation; and at what por 
celebration of diversity ceases to enrich and becomes potentially divisive- 
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3 Particular needs vs education for all 


Whether the societal goal is perceived as assimilation or cultural 
pluralism, cohesion or diversity, many people still believe that such 
educational issues relate only to pupils of ethnic minority origin. Much 
has been written about their particular needs: research has sought to 
identify the extent and causes of ethnic underachievement and the needs 
of bilingual learners; curriculum development has investigated strategies 
for reducing intercultural prejudice and for creating effective liaison 
between school and community; resources and assessment procedures 
have been reviewed for bias and teachers have been urged to extend their 
understanding of and respect for the cultural backgrounds of their 
pupils.* 

In the last decade, the focus of attention has shifted away from 
particular needs towards the crucial importance of preparing all pupils 
for life in a culturally diverse society. Teachers are increasingly 
recognising the vital importance of educating their pupils to have open 
and positive attitudes towards people who look, speak or behave 
differently from themselves. In a global context, this echoes long- 
established concerns for international understanding and for world 
citizenship. Ignorance is likely to breed intercultural hostility as well as 
prejudiced attitudes and discriminatory practices against ethnic minority 
groups — now frequently referred to as racism. Schools can help prepare 
future citizens who accept and appreciate cultural diversity and who are 
alert, and opposed, to intended and unintended racism in employment, 
housing policy, police practice, media reporting and elsewhere. In 


addition it is argued that efforts to meet the particular needs and to 
hnic minority pupils are much more likely 


improve the life chances of et 1 
to succeed within an overall educational framework which has an 
eligious, linguistic, cultural and 


explicitly non-racist stance towards r 
racial diversity. 


4 Multiculturalism vs anti-racism 
Even amongst those who fully accept that this is an issue which concerns 
all teachers and all pupils, there is disagreement and controversy. Those 
who focus on cultural diversity have become described as ‘multicultural- 
ists’: they seek to engender a less ethnocentric perspective by enriching 
the curriculum with studies of and particular examples from other 
cultures, and by drawing on the particular skills of ethnic minority 
pupils. Others, often termed ‘anti-racists’, emphasise the need to reveal 
and combat racist attitudes and practices which disadvantage and 
discriminate against some minority groups, and which result in an 
unequal distribution of opportunities, wealth and power. 
Multiculturalists thus stress the value of diversity, anti-racists stress the 
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quest for equality. However, these are not polar opposites; they share a 
complex interrelationship. On the one hand, the celebration of diversity 
is no more than patronising tokenism unless it is accompanied by a 
fundamental belief in the equality of individuals from every background: 
a multicultural approach must embrace an anti-racist one. On the other 
hand, anti-racist strategies alone are unlikely to be successful in attaining 
equality of outcome unless the educational system is permeated with a 
real and fundamental sensitivity to diversity and ensures a formal 
curriculum response. The multicultural and anti-racist approaches are 
therefore not alternatives, but interlocking parts of one whole; each is 
essential, but neither is sufficient on its own. The composite approach 
has also to take account of the need to develop among pupils a core of 
shared values which contributes to societal cohesion. 


Implications for schools 


There is by no means universal resolution of the controversies briefly 
outlined above, but policy and practice are evolving. Many LEAs have 
agreed formal policy statements on the aims of multicultural education, 
and are providing advice, staffing, resources and in-service courses to 
help schools review their own practice (eg Berkshire, Bradford, ILEA, 
Leicestershire). Elsewhere, individual schools are preparing their ow? 
policy documents with the active involvement of all school staff and o 
governors and parents, and with formal procedures to coordinate a? 
evaluate implementation. Most of these policies stress that education in 
and for a multicultural society involves all aspects of school life, and note 
that the librarian, the caretaker, the catering, administrative and aor 
support staff all have a significant role to play, as well as the head andt 
whole teaching staff. fi 
Arguments about emphasis and approach continue, and specilic 
controversies (such as the Honeyford affair in Bradford) attract me k 
attention and publicity. At national level, the ‘Swann Report’, Educatio’ 
for All’ attempted a detailed review of opinion, research, policy oe 
practice. It addressed the controversies outlined earlier, and sought ; 
provide guidelines for educational action in a plural society. The sie 
title of the Report — Education for All — emphasised that multicultur 
education concerns all teachers and all pupils. It recommends i 
permeation of the formal and hidden curriculum with a multicultur 
perspective, from nursery schools through to higher education. Its cent! 
messages are that schooling in a plural society must take account 0" 
© the particular needs of pupils of ethnic minority origin; 
e the need for all pupils to develop a positive approach to CU 
diversity; «ces 
@ the need for strategies to combat attitudes, behaviour and practt 


Itural 
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which discriminate against individuals and groups who are culturally, 

linguistically, religiously or racially different. 

Attacked by the Right for being too liberal® and by the Left for being 
too conservative’ the Swann Report has itself been controversial. 
Nevertheless, it is fast becoming the current ‘orthodoxy’ on teaching in a 
culturally diverse society. Some of the practical implications of Swann’s 
recommendations for whole school matters and for the curriculum are 


explored below. 


Whole school matters 


Many schools are now recognising the importance of clear procedures 
for dealing immediately with racist badges, graffiti, leaflets, racially- 
based threats and physical assaults. All schools, whether monocultural or 
multicultural, agree that racially prejudiced remarks and behaviour 
cannot be tolerated under any circumstances and many are developing a 
formal policy for such incidents. 

The school environment itself can signal a school’s positive response to 
pluralism, through the use of corridor, library and classroom displays 
and visuals which draw on a variety of cultures, and by the presence of 
staff and visitors of ethnic minority origin. The Swann Report stressed 
the urgency of increasing the numbers of teachers of ethnic minority in 
training and in post. Allowing for current problems of supply, LEAs are 
beginning to make special efforts to recruit staff from ethnic minorities, 
and are developing codes of practice to help ensure there is no 
unconscious bias on racial, cultural or religious grounds. 

Many ‘all-white’ schools use assemblies to introduce and explain some 
of the religious beliefs, practices and festivals of the range of faiths of our 
fellow citizens. Topic and project work offers plenty of opportunities to 
draw on the diversity in multilingual and multicultural Britain. Library 
resources and classroom materials are being developed which avoid 
presenting a solely Anglocentric view of the world and of knowledge. 
Teachers and pupils are learning together about the culture and 
background of the ethnic groups now present in British society. 

In schools which are multiethnic in composition, there is much good 
practice to emulate. School assemblies, catering and timetabling policies 
are becoming much more sensitive to the needs of ethnic minority pupils. 
Bilingual communications to parents, home visits, consultation with 
community leaders, and making school premises available for commun- 
ity supplementary schools, are all improving the extent and quality of 
home-school and school-community liaison. In many multilingual 
schools, there is now timetable provision for mother tongue teaching at 
primary level and for heritage languages at secondary level, as well as 
classroom support for bilingualism, bidialectalism and English language 


development. 
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Ethnic monitoring of pupil performance, banding and streaming is 
increasingly advocated to help schools identify any unintentional 
stereotyping or racism which may be denying some pupils full access to 
their educational opportunities. Pastoral care staff have a vital role in 
identifying and countering any specific disadvantages or difficulties 
related to cultural difference. Careers staff are equally crucial in helping 
ethnic minority pupils maximise their educational and vocational 
chances in a society where discrimination against the employment of 
pupils of ethnic minority origin regrettably remains a statistical reality. 


Curricular content 


A school context which values cultural diversity enhances and 1s 
enhanced by what happens in individual classrooms. In every curriculum 
area there can be initiatives and approaches that pay particular attention 
to the needs of ethnic minority pupils. 

Where pupils of other cultures and faiths are present in the classroom, 
pluralist education is a natural development of a pupil-centred approach. 
For example, subject-specific projects can allow ethnic minority pupils to 
pursue in-depth studies of their culture of origin, if they so wish; the 
inclusion of literature, folk-songs, recipes and examplars from ethnic 
minority cultures provides relevance and motivation. Appropriate 
classroom materials are now widely available and pupils (and parents) © 
ethnic minority origin can be an additional valuable resource — althoug 
some may not feel ready to share their own experiences, perhaps from 
understandable fears of arousing the hostility of their peers. Teacher 
sensitivity is vital here. Teachers must also be aware of particular cultural 
constraints, eg Muslim attitudes to the representation of human figures 
in art lessons, or, in home economics lessons, religious restrictions an 
customs about handling or eating certain foods. 

As mentioned earlier, supporting the English language development 
pupils whose first language or dialect is not English remains a priority» 
but withdrawal classes are giving way to work which builds on the 
pupils’ interaction with the teacher and their peers as part of the norma 
curriculum within the mainstream primary and secondary classroom: 
number of LEAs are providing mother tongue teaching as part of the 
primary school curriculum, and secondary school syllabuses in commun 
ity languages such as Urdu, Panjabi and modern Greek are gaining 
momentum. 

These strategies are largely concerned with education in a multicultu- 
ral society and aim to improve the quality of schooling experienced by 
pupils of ethnic minority origin. But subject specialists are also reviewing 
how they can best educate all pupils for a multicultural society. They are 
enriching their courses by including examples drawn from other ailte 
and they are identifying topics within their courses which may he r 
challenge racist attitudes and stereotypes. They are finding that t 
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process of permeating the curriculum (and its assessment) with a 
multicultural and anti-racist perspective is providing an opportunity to 
improve the quality and integrity of their subject courses and materials. 

Social science and social studies teachers made an early start in trying 
to introduce their pupils to other cultures. Their lessons can provide a 
rational framework for discussion of the causes and effects of intercultu- 
ral tension, and for critical analysis of the ‘facts’ of racism and 
discrimination. Religious education has broadened to include the study 
of world faiths and offers opportunities to consider the moral basis of 
race relations legislation. Courses in personal and social education 
include similar material. 

Teachers of the arts have traditionally used examples from many 
European cultures and are beginning to extend the range further afield; 
they are also able to draw pupils’ attention to the stereotyped views of 
me literature and art, and the part these can 
d views and attitudes. The content of 
f material for classroom 


other cultures portrayed in so 
play in generating prejudice 
literature and drama provides a rich source o 
discussion of other lifestyles and of racial and religious prejudices; 
studies of media representation can help pupils discern racist images in 
printed and audio-visual material. Studying another language (and its 
literature) can help pupils understand and appreciate a culture and a 
world view other than their own. 

Good history teaching involves the development of pupils’ analytical 
skills so that they examine the evidence and seek to view historical ‘facts’ 
from several points of view. For example, in teaching about the ‘voyages 
of discovery’ or the spread of colonialism, historians can encourage their 
pupils to consider the viewpoints of the countries ‘discovered’ or 
colonised; historical study of racism in Nazi Germany and South Africa 
and the civil rights struggle in America provides a way of dealing with 
important but controversial issues at some distance from the current 
British situation. Human and social geography has always explored the 
relationships between the physical environment and human lifestyles and 
can help to develop pupils’ appreciation of cultural diversity, and their 


understanding of national and international migration. Geography (and 


world studies) teachers also seek to promote understanding of global 
inequalities, and to counter stereotyped and racist images of people in 
other parts of the world. ; 

Biology has a key role in ehallenging pseudoscientific theories of ‘race’, 
through careful investigation of the role of inheritance and environment 
in ‘racial’ characteristics. Science and mathematics teachers can ensure 
that pupils fully realise the substantial contributions of other cultures to 
the knowledge base in these subjects. Home economics teachers are 
realising their extensive opportunities to build on the international 
differences and similarities in cookery, dress, home-making and child- 
rearing. 
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Such subject-specific developments try to incorporate anti-racist 
teaching as a central feature of an eclectic multicultural education 
programme. However, direct teaching about race and racism as a specific 
curriculum topic or course remains a controversial matter. This is partly 
because it is difficult; teachers have found that it can be explosive and 
may be counterproductive. It has also become associated with Marxist 
perspectives on inequality and thus part of the larger controversy relating 
to political education in schools. Yet there are bound to be occasions 
when race-related issues are raised spontaneously in the classroom, 
arising from local, national and international events, or from racist 
incidents in school. Teachers must be ready to respond, and it is more 
likely that ensuing classroom discussions will be rational and construc- 
tive where they have already adopted a multicultural and anti-racist 
approach to daily curricular practice. The issues may be highly 
controversial, but ignoring them offers no solution. The classroom is one 
of the most appropriate places for a sensitive and informed exploration 
of such vital matters. 


Conclusion 


This chapter has reviewed the controversies associated with multicultural 
education in British schools and the current strategies designed to meet 
the particular needs of ethnic minority pupils and to prepare all pupils for 
a culturally diverse world. It has suggested that educationalists 10 
creasingly feel that these should be integrated across the curriculum an 
should be part of a school framework that affirms cultural, linguist 
religious and racial diversity. 

Provision will, of course, vary according to the cultural comp 
the school. Clearly, the views of parents must always be considere 
Where many pupils are of West Indian origin, parents may be anxious 
about achievement levels, and about the possibility that some teachers 
have negative stereotypes and low expectations of their children. Schools 
with pupils of Asian or European background may need to give 
particular attention to English as a second language, mother tongue 
provision and support for home cultures and religion. The precis? 
formulation of the multicultural curriculum is often controversial, As 
schools strive to maintain a balance between parents’ wishes, puplls 
needs and education for society. The particular needs of minority 
communities (eg for mother tongue teaching and culture maintenance 
even to the extent of pleas for separate schools) have always tO E 
weighed against the need to educate pupils for the wider society eee 
they will need to be bicultural and (in some cases) bilingual. ‘All-whi 
communities may regard multicultural teaching as an unnecessary set 
unwelcome intrusion, but teachers have a professional responsibility t 
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prepare their pupils for a world which is both multicultural and 
multiracial. As the Swann Report indicates, teachers need to probe their 
own and their pupils’ attitudes to cultural difference, and make every 
effort to counter stereotypes and challenge racist views, however 
controversial this may be in some regions and localities. 

Teachers have a central role in preparing future citizens who accept 
and respect cultural difference, and who will challenge prejudice and 
discrimination wherever it occurs. The multicultural curriculum is a 
powerful tool for putting these ideas into practice, and fuller descriptions 
of ideas, resources and strategies can be found in the references below. 
The very extent of current developments at national, local and school 
level suggests that multicultural teaching is becoming far less of a 
controversial issue, but is increasingly perceived as an integral part of 
good educational practice. 
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Chapter 6 


Education for employment and 
unemployment: is this the age 
of the trained? 


Rob Fiddy 


A fundamental decision we have to make about education is whether it should 
transform the mind so as to equip us for independent judgement and rational 
action, or whether it should be directed towards practical skills for particular 
ends. This is the distinction between liberal education — education for freedom, 
for tackling problems as yet unknown — and schooling as training, for 
instrumental tasks as they are currently perceived.' 


Thus Maurice Holt began his article on ‘Vocationalism: the new threat to 
universal education’. By so doing he took the continuing Great Debate a 
further step and at the same time began a small debate of his own within 
the ensuing issues of Forum. Holt’s article was published in the Summer 
°83 edition of the journal — a few weeks before the advent of the 
Technical and Vocational Education Initiative (TVEI) in its first round of 
fourteen LEAs.2 Contributors to subsequent editions of Forum picked up 
Holt’s argument and related it directly to the ongoing experience of 
TVEI, for TVEI embodies the nub of the controversy surrounding liberal 
education versus schooling as training and much more besides. l 

The purpose of this paper is not only to consider the relationship 
between education and the world of work. It seeks also to render this 
relationship problematic by placing within it the notion of education for 
unemployment. Trainers and liberal educators alike would no doubt 
agree that the fundamental purpose of education is to equip school- 
leavers for the wider society. For more and more school-leavers, 
however, experience of that society is likely to include a period of 
unemployment — or of employment’s surrogate, the work experience or 
training programme. TAi À 

Teaching (or training) for unemployment smacks of a nihilism which 
goes beyond the pale for most educationalists. Few would argue that a 
curriculum which prepares pupils for a life without work has anything to 
offer. But before we investigate the nature of the controversy regarding 
education for employment or unemployment, let us consider for a 
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moment the recent recorded experience of a group of teachers undertak- 
ing a part-time MA ona Faculty of Education evening course: 


The class was split into two groups, designated ‘the white group’ and ‘the red 
group’. Their task was to contemplate ‘the perfect curriculum’. They were given 
one and a half hours for discussion and to draw up notes. 

Later in the plenary session the red group fed back first. They had designed a 
generous liberal/humanitarian curriculum which aimed — basically — at present- 
ing to students, of all ages from four through 70 plus, knowledge and experience 
of the world at large via autonomous, peer and Stenhousian ‘senior learner” 
organisations of pedagogy. An adventurous, democratic, conscientious and 
concerned ‘perfect curriculum’. 

The white group had come to the more or less agreed conclusion, at quite 
early stage in their deliberations, that the notion of a ‘perfect curriculum’ was not 
to be taken lightly. ‘Perfect for whom?’ was the basis of their discussion — perfect 
for the state? For the individual? Are these two goals mutually exclusive? And so 
on. To summarise — fuelled with cynicism from a hard core of exhausted and 
committed teachers the group decided to promote the argument that ‘choice = 
unhappiness’ and that the ‘perfect curriculum’ might well be one which precluded 
choice on behalf of the individual. The group decided to present a parodic 
curriculum to the plenary. They knew that, as one member put it, ‘the others will 
come up with some liberal rubbish’ and they decided for the sake of controversy, 
to counter it. f 

The white group’s parody of a ‘perfect curriculum’ was this: those currently in 
power select, at age seven, three per cent of the school population, on the basis 0 
1Q tests, to be educated as leaders and decision makers via a traditional public 
school arrangement. The others are to be contained in a ‘YTS’ whirlpool — 
whirlpool because it is not stagnant. It moves, it is added to and drawn upon a6 
the need arises in a more and more automated world of work, Inmates in the poe 
are constantly trained in ‘generic or transferable skills’. So, as an area o 
employment develops, the pool is drawn upon. As the area declines or becomes 
automated the labour is dripped back. This process continues indefinitely. The 
mass of students leave the pool only temporarily. The norm of a pool of labour 
waiting for work is established, legitimised and internalised by all bar the three 
per cent. There is no school-leaving age. No notion of choice is given on the 
grounds that the realisation that there are or may be alternatives will lead tO 
unhappiness and frustration.* 

In the plenary the two versions of the ‘perfect curriculum’ elicited 
stimulating and exciting discussion. The juxtaposition of the two 
whimsical and cynical as they may have been, provoked an examination 
educational goals. However, at the end of the session, the two groups agt 
it was the white group’s ‘perfect curriculum’ which was nearer to the sta 
and more likely to remain there 


an 


an animated, 
curricula, 
of basic 
eed that 
tus quo 


The white group and the red group were arbitrarily self-selected from 
the MA course members, they did not split into trainers OF libera 
educators but we might assume that elements of each were containe 
therein. Their ‘perfect curricula’, however, are important as illustrations 
of points on the spectrum of opinion as to the purpose of education. As 
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Holt points out above, the controversy over vocationalism raises 
questions as to this very purpose. Subsumed within this question are 
issues to do with the relationship between education and (un)employ- 
ment and how this relationship is or should be reflected in the 
curriculum. The red and white groups’ curricula and ensuing discussion 
touch on many of the current concerns, some of which we will deal with 
later, but one overriding point can be drawn from the anecdote at this 
stage: it seems that one need probe only just below the surface rhetoric of 
either liberal educators or trainers to discover fundamental disquiet from 
each source as to the relationship between education and the ‘reality’ of 
life after school. 

The ‘reality’ of life after school is itself a contentious issue. Reality is a 
product of perception — and perceptions are subject to circumstance. 
Thus the recorded reality of a Youth Training Scheme can be ‘slave 
labour and a waste of time’ or ‘a useful and necessary prerequisite for 
employment’. Similarly, we can be presented with one perception of a 
very low level of unemployment among school-leavers of a particular 
school if membership of the Youth Training Scheme, for example, is 
considered as not being unemployed. The same figures from the same 
school could offer a very low level of employment among the same 
school-leavers if membership of the Young Training Scheme is con- 
sidered as not being employed. 

The reality of life after school can also be seen to produce some 
disquiet among pupils — and not only from those who have recently left. 
There is little doubt among some school-leavers, particularly those in 
areas of high unemployment, as to what the future holds. One member of 


a YTS course explained his situation to me: 


I don’t think there is much chance of me getting a job at all. Because by the time I 
leave here I'll be 18 plus and if I don’t get a job within six months I'll be 19 — well, 
look at the competition for those jobs then and I still don’t have any 
qualifications, And they’ll just say ‘Well, have you ever had a job?’ and I'll say ‘No’ 
and they'll say ‘How old are you?’ and Pll say ‘19’. So they'll say ‘Well, you have 
been unemployed for three years’ and I'll say ‘Yeah’ and they'll say ‘Well, you are 
no good. Next client, what about you?’ ‘Well, I am 16 and I have just left school 
with five ‘O° levels’ — ‘Well, you haven’t been unemployed, here is the job.” 


mism about future prospects, this YTS 
al view of the purpose of education, a 
by TVEI students: 


As well as expressing his pessi 
trainee underlines his instrument 
view reiterated in the following observation 


Pupil one: ‘They said “TVEI’s this new scheme and there’s going to be some in 


the school”, Just took my fancy.’ 


Interviewer: ‘Did the le to go on it? 
: : y encourage people to §' i ; 
Pupil one: ‘No, they said it’s up to you. Your options. And it all depends what 


you want when you grow up. What you want to do when you grow up.” 
Interviewer: ‘What about your parents?” 
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Pupil one: ‘They thought “Oh it’s a good idea for you to come on computers”, 
that’s the in-coming thing isn’t it?’ 

Pupil two: ‘Businesses and that are just computers.’ 

Pupil one: ‘If you go somewhere where someone’s got a computer and you've got 
an ʻO’ level working on computers you're more likely to get that job.” 


This reality® — of the high and rising levels of youth unemployment — 
has increased the intensity of concern regarding the place of vocational 
education in the secondary curriculum — expressed by advocates and 
antagonists alike and among educationalists as well as pupils. Unemploy- 
ment rates — particularly youth unemployment rates — are, of course, a 
political issue. It naturally follows that they are also a controversial issue. 
Their importance in the secondary curriculum is that they form the 
context for an increasing interest in vocational and pre-vocational 
education, or the ‘new vocationalism’ as Bates et al (1984) refer to it. It is 
no coincidence that the rise in youth unemployment rates has corres- 
ponded with growing concern about vocational education. At 4 
Cambridge conference Barry MacDonald made the following observ- 
ation: 
sis on 


... why, as the prospects for employment diminish, is there so much empha 
wor 


providing work experience, work skills, work knowledge, work habits, 
attitudes? Is this a form of aversion therapy? Is it a form of compensation? If so, 
what next, Wendy Houses for the homeless?’ 


It is when the new vocationalism is viewed from within the context 0 


high and rising youth unemployment that the full complexity © the 
controversy concerning education for employment or unemployment can 
be seen. 

Tony Watts makes the point that the high level of unempl : 
had a significant influence on education in at least three identifiable 
areas: that it causes pupils and parents to question the effectiveness of the 
education system in terms of obtaining employment; that high levels © 
unemployment evoke for some a deficit model of schools; and that 
education has begun to be seen as a possible response to the problem, ! 
only in terms of keeping unemployed youth off the streets. ' 


oyment has 


Elements of these three areas were reflected in former Prime Ministr 
Callaghan’s Ruskin College speech in October 1976, which ane 
in 


the Great Debate. They were also referred to in Prime 
Thatcher’s announcement of TVEI to the House of Commons i 
November 1982, following on from the Government White Pape? M 
New Training Initiative.'! 

Among the issues raised by Callaghan was the ‘need 
relations between industry and education’. Tony Watts par 
Callaghan’s concerns in this area as follows: 


in 


to improve 
aphrases 


ind i ai its from 
He said he was troubled to find industry complaining that new eab a os 
ul 


schools lacked the basic skills required for some jobs, and was further tro 
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discover that the best trained students from university and polytechnic had no 
intention of joining industry . .. While schools clearly should not aim simply to 
produce technically efficient robots, he said, there was no virtue in producing 
socially well adjusted member of society who were unemployed because they 
lacked skills. !* 


On 12 November 1982 Mrs Thatcher announced the TVEI to the 
House of Commons by declaring ‘a relevant curriculum for a changing 
world of work’. In January 1983 David Young, then Chairman of the 
MSC, in a letter to all LEA Directors of Education in England and Wales, 
gave the general objective of the TVEI ‘to widen and enrich the 
curriculum in a way that will help young people prepare for the world of 
work,’!3 

The quite overt implication in both governments’ declarations is of a 
deficit model of education — a view often accepted by parents and pupils. 
Dan Finn makes the point that ‘the changing needs of industry have their 
own direct effects on schooling. . . For school-leavers and their parents 
the realities of unemployment are a direct challenge to the legitimacy of 
schooling.’!* This is not so far removed from the early Great Debate 
notions that schooling was in some way turning pupils away from 
industry. Moreover, these issues are clearly defined within the current 
TVEI thrust in promoting educational provision for the new technologies 
and ‘a vocational awareness’ amongst 14-year-olds. The recurring theme 
is that a lack of jobs is to do with a lack of skills and/or attitude, and lack 
of skills is to do with schooling. Saville Kushner defines a deficit model in 


the following way: 
velopment and use of a model of deficit. First a 


There are three stages to the de no 
al (or training) outcomes. (Say, 


shortfall is noticed or identified in education : 
standards of numeracy are falling and employers are concerned about the quality 
Of recruits). Next, culpability is established and a culprit identified. (In this 
example, perhaps teachers are the focus for blame in abandoning tried and tested 
methods of mathematics teaching in favour of experimental curricula). Finally, a 
remedy is designed and legitimated with reference back to the problem. (An 
objectives based, mastery-learning scheme is proposed to replace modern maths 
syllabi under the claim that it is ‘proof’ against teacher modification). 


Kushner goes on to identify four models of deficit: student, school, 
curriculum and cultural. Of these it is perhaps the first three which 
overlap the most and are the most familiar: that unemployed school- 
leavers are in such a position because of their personal lack of attributes; 
that school-leavers are unemployed because of a shortfall in the process 
of schooling; that specific curricula — particularly ‘experimental’ or 
non-traditional curricula — are to blame. But it is the fourth model, 
cultural deficit, which may help us to highlight the current controversy 
Over education for employment or unemployment. Kushner illustrates 


cultural deficit thus: 
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The education system has, hitherto, enjoyed a resistance to outside interventions. 
When the Engineering Industries Training Board (EITB) published proposals for 
school curriculum and examinations in 1979 and presented them at regional 
conferences of teachers they were met with massive and hostile resistance for 
what was taken to be their assertiveness. There is a sense in which the education 
service has been accustomed to non-educational authorities having to negotiate 
access to the ‘insider’ curriculum discourse... But only four years after the 
debacle suffered by the EITB the Manpower Services Commission is welcomed by 
local authorities and schools. We could . . . see the vocational/industrial culture 
as the most recent conqueror of the education system.'° 


An alternative to the deficiency model as a contributory factor in youth 
unemployment is to place the lack of jobs squarely in a political/ 
economic arena. Given this interpretation of events, the perception of 
vocational education in the secondary curriculum is altered. Crudely, if 
unemployment is not a product of lack of skills but a consequence o 
political acts or, more generously, of the economic climate, then what is 
the purpose of skills training within the education system? For some, at 
least currently, in terms of TVEI and similarly funded initiatives, the 
answer lies with centralisation of and intervention in the curriculum. 
Control is the goal, vocational education the means. The usefulness OT 
not of vocational education in the real world after school becomes a side 
issue.!” 

Perhaps here we should return to the pages of Forum in order t° 
provide a focus for the current debate. Maurice Holt, in his article 
mentioned at the beginning of this paper, goes on to criticise increasing 
vocationalism — not on the grounds of party politics, but from what 
might be described as a cultural perspective: 

d with the 


on of MSC 
hat 


...the vocational rhetoric appeals to politicians of all parties, an 
Government's recent decision to bypass the DES and channel £7 milli 
money into vocationalising the secondary school curriculum, all who believe t 
liberal education is worth defending must be ready to mount the barricades -> 
Despite the pervasive lack of work — and all the inevitable future changes 1n our 
concept of work in a post-industrial society — working life is to determine bot! 


the knowledge and the personal qualities addressed by the school curriculum: 


He goes on to draw a distinction between post-16 vocationalism wee 
‘the climate is different’) and the 14—18 curriculum funded by the M x 
in the form of TVEI, which he finds ‘totally uncompelling, if our conce” j 
is education rather than short-term political convenience’. The altern 
tive, he suggests, is a revamping of a liberal curriculum, rather than ! 
eclipse in the wake of the new vocationalism. 


urriculum 


Above all we must not forget that — by a rich irony — a vocationalised € fos it 


ill serves its pupils in precisely the respects in which it claims to be sOn on 
claims to prepare them for jobs in tomorrow’s society by basing a a us 
the skills seen as necessary today. Yet the incontestable fact about tomo 


Education for employment and unemployment 89 


that it will be different from today, and will present quite new problems. New 
problems can be solved only by those with the personal and moral autonomy to 
interpret our culture — by those who have enjoyed a liberal education.'? 


Two issues of Forum later, C J Lea, the Project Director of TVEI in 
Birmingham, responded to Holt’s article: 


As Mr Holt would have it, our roundly educated 16-year-old is to be launched 
into life beyond school personally and morally autonomous, with refined powers 
of critical judgement, with a balanced social perspective and other worthy 
qualities, all developed within the classroom to a standard curriculum pattern 
and in the face of common examination goals. I suggest that there is an ever 
increasing gap between this idealistic design and the reality of today’s world and 
tomorrow’s opportunities as perceived by many young people and their 
teachers,*° 


He goes on to promote TVEI as a ‘loosening of the subject-bound 
curricular strait-jacket’ and details the Birmingham scheme as containing 
the elements of a general education, rather than narrowing the 
aspirations of pupils. But, for C J Lea, the real value of the MSC’s 
involvement in secondary education is in the opportunity it affords for 
schools to withdraw from the orientation of the ivory tower and the 
‘illusionary curriculum’: 

Maurice Holt suggests that TVEI has been propelled into action by the fuel of 
Political expediency. I suggest that he is out of touch with the strength of feeling 
so widely expressed from within the profession since the Ruskin College speech 
acted as a trigger to our thinking. Now, the MSC has provided us with the 


impulse as well as the resources to escape from the vacuum generated by strong 
ct curriculum model in face of the limited 


ES, HMI and the Schools Council . . . the 
d learning of our 14 to 18 curriculum is 
dent is already experiencing in their 


vested interests preserving the abstra 
executive powers available to the D 
emphasis within the experience-base 


finely placed on making sense of what the stu i 
inter-personal relationships and lives; it is about doing and making; about 


Problem-solving and making decisions that are real for the students and not the 
abstractions of the curriculum dream world of those who seek universality and 
immortality at the expense of reality.”! 

In a sense the battle lines are drawn here, if not precisely between 
liberal educators and trainers in a pragmatic way — there has been little 
evidence so far of classroom change and it is still too early for 
employment prospects to be altered — then certainly from an ideological 
Perspective. 

In the next issue of Forum Holt replied to Lea, re-affirming his 
position: 

The truth about the TVEI is that it will secure the re-birth of the secondary 
modern school. But Mr Lea fails to see this, mesmerised as he is by the need to 


moderate ‘the harsh distinction between education and training’. He should read 
the speeches of his mentor, the Chairman of the MSC, more carefully, for Mr 
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illusi ‘Traini nfused with 
David Young nurtures no such illusions: Training should not be co 


ut rK-relatei is intimately connected with 
ining i i is intimatel 

i is about work-related skills an y 

education. raning: 20 d 

employment. Quite so.??3 


It would be wrong to enter into the finer details ie carat 
purposes of this paper. For one thing, the nature of the ee see 
that LEAs have been able to draw up proposals for localise it o A 
tions under broad MSC guidelines and it would be true to say she 
two schemes are identical. In fact this was the basis of subsequent en 
published by Forum on the TVEI theme which pointed. ape ral 
individual projects were re-defining or even subverting P5 Aa 
imposed by the central initiative. But TVEI can be seen as the T 
nexus between education and the world of work, if not the wa A 
unemployment. Still within the TVEI context, in a later edition o n a 
Richard Pring outlined the polarities of that debate in a section o 
article he sub-headed ‘Critical Concepts’: 

a ‘liberal vs vocational’. . , many young people look for schools to be Pepe 
y do, and the anxiety about a job, or about the ie 
necessary . . . colours (the) appreciation of ae ie 
acceptable to the ‘liberal educator’, who sees ane 
pils into those different forms of knowledge whi 
developed mind... 


net as , itical 
- . education indicates a relatively broad and ner 
understanding of things, whereas training suggests the Preparation for a sp! 


c ‘Practical’ vs ‘theoretical’ 
and the affective and the practi 
criticised for being too academ 
and devisive — the more th 
‘learning through doing? for 
d ‘Process’ ys ‘product’ , 
right answers — not the me 
answers. By contrast, 
and the general ment 


oe A and 
- . the cognitive and theoretical on the one rae 
cal on the other . . . the curriculum has ae al 
ic — the response to such criticism is indeed divi 


‘ Á 
eoretical for the more able and emphasis up' 
the others, 


- + too often, 
ntal processes 
so it is argued, what 
al abilities to engage 
Pring describes the ab 
terms,” and highlights 
the curriculum, He dec 
following rider: 


it is argued, examinations focus ere 
through which one arrives at the rig 

should be encouraged are the attitudes 
in learning — learning how to learn. 

Ove categories as 
how TVEI might 
lares himself an 


‘false dichotomies’ in Dewey = 
challenge this understanding a 
advocate of TVEI, but with t 


(how we conceptualise 
ct what counts as achievements and we 
‘vocational trainin, a! se social and political forces that might 
distort those achievements, then TVE] could. ite i 

assigned a narrow a 

education,?6 


Education for employment and unemployment 91 


intended to serve as a focus for the current state of the debate concerning 
vocational education. Of course Forum is only one vehicle and the debate 
is handled much more frequently and extensively elsewhere. For 
example, during the first year of TVEI there were 46 articles concerning 
the initiative in the Times Educational Supplement alone. Additionally, 
TVEI itself is only one facet of vocational education. 

It is a feature of controversies such as this that attitudes and positions 
stand in danger of becoming polarised. Education for employment or 
unemployment is not a simple equation, even rhetorically. Given the 
current political and economic realities, possible ‘solutions’ find even less 
consensus. To see the problem simply in terms of liberal education versus 
vocational training is as naive a view as that expressed by the MA 
students in the anecdote at the beginning of this paper. Yet it is still 
probably the most common way in which the problem is expressed — and 
not only in this current debate, nor in this country.”’ But the problem of 
education for employment or unemployment is a fundamental one. We 
live in a society where much more than financial independence is at stake 
through lack of work. Because of the continuing emphasis placed on jobs 
— even within the context of high and rising levels of unemployment — 
lack of work stands to equate with lack of individual identity. 


David Hargreaves has commented that: 


When employment is denied to the young school-leaver the reaction is naturally 
one of shock and disappointment, personal crisis and social dislocation. 
Within the framework of the work ethic, then, to be denied paid employment is 


to be rendered not fully human.?® 
Sue Bloxham also makes a point about the ‘problems’ encountered by 
unemployed school-leavers: 


- +. there is little logic in attempting to alleviate (these problems) via a course, 
which through its overwhelming bias towards the value of work... only serves 
to reinforce their failure and the importance of the task they have failed at.” 


Superseding the liberal education versus schooling as training con- 
troversy is the fact that levels of unemployment for school-leavers = 
discounting membership of the YTS as being employed — are still rising. 
It is all too apparent that past efforts to rectify the situation through 
education or training have failed to secure an increase in job vacancies. 

Of course work is an important part of life, and of course education 
must accommodate ‘work’ in the curriculum. During the earlier years of 
the Great Debate?” there were recurring arguments concerning the 
teaching of work as opposed to teaching about it. Initiatives such as 
TVEI may well contain the capacity to be ‘subverted’ from the former to 
the latter, but there is little credence given to a place for teaching about 
the lack of work within such schemes. I am not talking about ‘education 
for leisure’, nor am I proposing that ‘work’ should not be accommodated 
in the curriculum. What I am suggesting is that efforts should be made to 
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i ible 
educate pupils into a critical appraisal of the past, ous tera” 
future regarding their (un)employment Prospects, $ A E 
should be formalised, overt parts of the curriculum 
< iona l : 
aaa to say that no attempts have been made in ie oad is 
with unemployment in the curriculum. Unemployment has aoe 
of careers lessons, for example, for some time. But there is n ede 
the emphasis, and the Preponderance of the funding, of cu E 
obtaining employment; ‘vocationa chi 
However, handling unemployment a 
the curriculum is problematic, as the recorded attempts oe ee 
strated. Kathryn Evans and Bill Law, for instance, in their Fina ep 


; d 
ion Project” document the dilemmas face 


research project at the Centre For Applied Research in Education 
(CARE) of the University 


of East Anglia.’ Entitled Understan aing 
Through Discy sion: Youth Unemployment, the project aimed i 
‘serving the di ion, among young people, of significant wed 
contemporary social issues and experiences in the broad area of yout 
unemployment’.3® Jt comprised a balanced collection of discussion 
materials, drawn from a wide 


> to a certain extent, 
followed on from 


Curriculum Project37 


o the classroom, 


nfronting pe 
curriculum by making it the focus © 


Standings. The Proposal to the FEU for this project 
Put part of the aims thus: 


Education for employment and unemployment 93 


Young people have a language for talking within their culture but they do not 
always have command of a reflexive language which allows them to talk about 
their culture and the contexts of living . . . The intention is, then, to help young 
people, through the structured and supportive conventions of discussion, to 
articulate concerns, uncertainties and aspirations. Our experience suggests that 
this is best done through focussing on materials which speak to the experience of 
young people but which allow them, initially, the protection of talking about 


‘others’ rather than about ‘ourselves’.°” 


Care was taken, in compiling the stimulus materials, to emphasise their 
authenticity. Although drawn from a variety of sources, much of the 
material was in the form of first-hand accounts of the experience of 
unemployment from both young people and adults. Some of this material 
was taken from on-going research at CARE, more was collected 
specifically for the project. Draft materials packs were trialed in a variety 
of educational settings around the country with students between the 
ages of 15 and 17 and with an ability range starting from ESN(M). 

Data from the trials suggested that it was the more obviously authentic 
materials which were the most successful in eliciting discussion. Some 
young people involved drew comparisons with other vocationally- 
orientated materials they had experience of and had rejected because of a 
continuing emphasis on job-search skills and interviewing techniques. 
This was a sentiment reflected in earlier research with Youth Opportuni- 
ties Programme students on a Social and Life Skills course. One student 
told me his feelings about parts of the course in the following way: 


We do too much of that job interviewing stuff . . . I bet there isn’t one kid on this 
course who hasn’t had plenty of practice in failing inverviews.*° 


Ina similar vein, the trial packs for the project contained this interview 


extract: 
Interviewer: ‘Well, what do you want to do when you leave, in a few weeks time? 


Just background — like why you want to doit...’ 
Student one: ‘Well, I’m gonna join the Merchant Navy. My uncle was in it. He 
enjoyed it.’ 

Student two: I'm going for an ap] 
my Dad works in Fords as a spar 
Interviewer: ‘Well, that’s great. All you hear 
unemployment and here you are with positive i 
Great.’ 

Student two: ‘Erm... look. . 
things . . . ? You said what do I want to do so I told you. 


end up on a scheme, or the dole like everybody else.. 
igo! 


prentice electrician. I told the Careers man that 
ks and he says I might as well go that road.’ 

about here is depression and 
deas and something sorted out. 


. You don’t think we're just going to do these 
We know we're going to 
. We know how hard it 


ct was not to undermine the importance 
as it designed to project a necessarily 
handled. Indeed, some of the 


The aspiration within the proje 
of obtaining employment, nor w 
negative image. A variety of issues were 
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materials dealt with entrepreneurial ‘success stories’. But the basic 
guiding principle was to reflect a realistic version of the post-school 
world — to include employment and unemployment. 

Subsequent reports from teachers who had used the trial packs 
suggested other ways of furthering this notion. Included were schemes 
which sent pupils out into the community to research for themselves the 
availability of jobs, thereby involving them in many of the usual social 
and personal development techniques, but within a realistic context. 
Other suggestions included writing redundancies into business simu- 
lation exercises, and one which used the ‘town twinning’ scheme and 
pen-palling to place unemployment in a global Perspective. 

This, then, would seem one of the more appropriate ways in which to 

ntroversial area of unemployment in the classroom: to 
make unemployment itself — its causes, consequences and implications 


both for the individual and for wider society — the focus for investigation 
and discussion, 


with its first round. In September 1984, 46 
mber 1985 a third round began 
breakdown of the scheme, see the 
—5. TVEI involves an extensive 
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(ed) (Hodder and Stoughton, 1984) and Personal and Social Development 
Modules: The Scottish 16-18 Plan. 

The notion of ‘generic’ or ‘transferable’ skills lies at the hub of contemporary 
educational development. See FEU publications such as Occupational 
Training Families: Their Implications for FE R Johnson (FEU, 1984). See also 
CPVE notions of ‘core competencies’ in The Certificate of Pre-Vocational 
Education BTEC, January 1985. The under-researched and conceptually 
doubtful nature of ‘generic’ or ‘transferable’ skills is seldom acknowledged, 
but see Philip Cohen in Schooling for the Dole | Bates et al (Macmillan, 1984) 
and Foundation Training Issues C Hayes et al (University of Sussex, 1982). 
Such a conclusion is also expressed in Schooling for the Dole (see note 4); see 
also Is There Anyone Here from Education? Wolpe and Donald (eds) (Pluto 
Press, 1983). 

“YOP . . . that’s Youth Off Pavements innit?’ R Fiddy, in Pupil Experience J 
Schostak and T Logan (eds) (Croom Helm, 1984). For further comment see 
also The Best Years? J M Hughes (ed) (Aberdeen University Press, 1984) and 
chapters in In Place of Work: Policy and Provision for the Young 
Unemployed R Fiddy (ed) (Falmer Press, 1983). 

TVEI-Recruitment 1984 First annual report of the local, independent 
evaluation of TVEI in Norfolk, Suffolk and Essex. R Fiddy (CARE, 
University of East Anglia, 1985). 
The realities of youth transition are under-represented. There are many 
reformist programmes and numerous radical critiques, but little : careful 
research of youth in the 1980s. See, however, Wigan Pier Revisited B 
Campbell (Virago, 1984) and the writings of J Seabrook. 

‘Managing change in schools and colleges’ B Macdonald, paper presented to 
the conference Transition from School to Adult Life in the 1980s, Wolfson 


College, Cambridge, July 1982. 

Education, Unemployment and the Fi 
University Press, 1983). 
A New Training Initia 
Training for Jobs Cmmd. 
Who Controls Training S 
from The Fabian Society. 


A G Watts, op cit. ` 
Taken from the TVEI Operating Manual MSC, London, which usefully 


contains letters from the MSC to LEAs concerning TVEI. For other 
interesting correspondence see The Other Half of Our Future Women’s 
National Commission, 1985, Cabinet Office, London. : 

“Whose Needs? Schooling and the “Needs” of Industry’ D Finn, in Youth 
Unemployment and State Intervention T Rees and P Atkinson (eds) (RKP, 


1982). 
‘Vocational Chic: A Historical and Curriculum Context to the Field of 
Transition in England’ S Kushner, in Youth, Unemployment and Training: A 
Collection of National Perspectives R Fiddy (ed) (Falmer Press, 1985). 
ibid. . 
For useful updating see past and future copies of Youth and Policy available 


from 13 Hunstanton Court, Ravenswood, Gateshead. 


‘Vocationalism: the new threat to universal education’ M Holt (see note 1). 
It is interesting to note the emphasis on keyboard skills within schemes such 


uture of Work A G Watts (Open 


tive: A Programme for Action HMSO; see also 
9135, HMSO, 1984. Critiques abound, but see 
t John Brooks 1985 Fabian Tract 506, available 
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i yelopments 
as TVEI as a necessary part of ‘computer literacy’. Recent an 
suggest that sixth generation computers will soon supersede key 
with oral control. 


‘Vocational Focus’ C J Lea, in Forum 1984, Vol 1.26, No 2, pp 47-8. 
ibid. ree ee eT 
‘The Dream and the Reality’ M Holt in Forum 1984, Vol 26, No hs aN 
The Sunday Times of 2 December 1985 contained a small article a a 
‘Technology Plan for the Young Elite’. The article detailed plans Eek 
setting up of ‘16-20 technology schools in main urban centres... a 
would take 1000 pupils, who would be specially selected and would not zA 
fees... The LEAs would not be responsible for the new schools . + inste: i 
they would be funded directly by the taxpayer via a national education trust. 
‘In defence of TVEP R Pring, in Forum 1985, Vol 27, No 1, pp 14-8. 
Democracy and Education J Dewey. 

R Pring, op cit. 

See Youth, Unemployment and Training: 
tives R Fiddy (ed) (Falmer Press, 1985), 
‘Unemployment, Leisure and Education’ D 
Review of Education 1981, Vol 7. 
‘Social Behaviour and the Youn 


Work: Policy and Provision for ti 
Press, 1983), 


A Collection of National Perspec- 


Hargreaves, in The Oxford 
» No 3, pp 197-210. f 
g Unemployed’ $ Bloxham in In Place of 
he Young Unemployed R Fiddy (ed) (Falme 


» Unemployment and the Future of Work A G Watts (Open 
University Press, 1983). 

See Schools Council Careers Education and Guidance Project parts 1-3 
(Longman, 1977), 

Kushner, op cit. 

Careers Guidance Integration Project K Evans and B Law (NIEC 1984). Also 
see the evaluati 


1on report of this project: Made in England S Kushner and T 
Logan, CARE Occasiona 


| Publications No 14, 1984, Available from CARE, 
University of East Anglia, Norwich, 


olicy and Provision for the Young 
) (Falmer Press, 1983), 


Is in a simila le. T i ilable from the 
et Le £ style. The pack is available 
Understanding Through Discussi 


J on: Youth 
Fiddy and T Logan (FEU, 1984), í 


Unemployment J Rudduck, R 


was the noti 
Common Core Skills for Voc oe 


ational Preparation (FEU, 1983). 
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40 ‘Inside the Work Introduction Course’ R Fiddy in In Place of Work: Policy 
and Provision for the Young Unemployed R Fiddy (ed) (Falmer Press, 1983). 

41 Included in the trials pack, this data was taken from the doctoral research of 
Tom Logan into The Transition from School to Adult Life at CARE, 
University of East Anglia, Norwich. 


Further reading and resources 


Bingham, M et al 1983 Choices A teen woman’s journal for Self- 
awareness and Personal Planning, available from Advocacy Press, PO 
Box 236, Santa Barbara, CA 93102, USA. 

Borrett, N W G Education for Leisure: A Guide To the Literature 
(Polytechnic of North London, 1984). 

Bourne, R and Gould J Self-Sufficiency 16-25 A report on the schemes 
available to help young people set up businesses of their own (Kogan 
Page, 1982). 

Campbell, A The Girls In The Gang A Report From New York City. 
(Basil Blackwell, 1984). 
Centre For Educational Research and Innovation Education and Work: 
The Views of the Young (Paris, OCDE, 1983). 

COIC Training For Versatility pack consisting of 25 min. video and four 
books (Longman, 1984). 
Community Projects Foundation 
Prospects with unemployed young 
Dauncey, G The Unemployment 
(NEC, 1981). i 
Dauncey, D Nice Work If You Can Get It How to be positive about 
unemployment (NEC, 1983). 

Davis, E and Zelinco, M Entrepreneurship in Voc Ei 
State University, 1982). 

East Leeds Women’s Workshop 1985 Women and Work Video, 
available from Clare Segal, 4th Floor, 18—20 Dean Street, Newcastle 
upon Tyne. 

EC Action Programme 1985 Transition of Young People from Education 
to Working Life available from IFAPLAN, Square Ambiorix 32.B.1040 
Brussels. 

Fawcett, B 1985 What Trace of Careers Education (Longman, 1985). 
The Fawcett Society, 1985 The Class of °84 A study of girls on the first 
year of the YTS, available from National Joint Committee of Working 
Women’s Organisations, 150 Walworth Rd, London. 

Frith, S The Sociology of Youth (Causeway Books, 1984). 

Frith, S Sound Effects, Youth Leisure and Rock ’n Roll (Constable and 
Co, 1983). 

Gilbert, R The Impotent Image: Reflections of Ideology in the Secondary 


Curriculum (The Falmer Press, 1984). p 
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Chapter 7 


The facts of life: controversial medical 
issues in the curriculum 


John Harris 


It would be a scandal if any child were to leave school without knowing 
-the facts of life. But what are the facts of life? Whatever they are, two 
things are clear. The first is that they are not what they were, and the 
second is that whatever they are, they are contested. If they are to 
discharge their obligations to help their students understand these 
important matters, teachers cannot help but stray into areas of 
controversy, and nowhere more sO than where medical and 
biotechnological issues are concerned. 

The very idea of addressing medical and biotechnological issues in the 
curriculum is perhaps itself controversial. For this reason I shall attempt 
to do two things. First, I shall review a number of the issues that seem to 
me to be unavoidable if school students are to be properly educated. I 
shall then take one particularly sensitive and intractable problem and 
attempt to argue towards three conclusions concerning this case: that 
discussion of controversial issues of the sort, and investigation of the 
knowledge and information relevant to their resolution, should be an 
important part of the school curriculum; how an adequate consideration 
of the various issues involved in the resolution of these problems can be 


arrived at; and what precisely this involves. 


Problematic issues 


The radical nature of the changes brought about by medical and 
biotechnological advance, and the rapidity of that advance mean that 
school students will have to face decisions, both while at school and 
shortly thereafter, which are complex in the extreme. If they are to be 
able to cope with them at all adequately, they will need to be prepared. 
The knowledge, information, and capacity for understanding that these 
decisions require are not easily obtained. For many of these students, 
their school or college and teachers will be the only source of the support 
and information that they need to help them make up their own minds. 
This concept of the school as a community resource centre is not, of 
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is role is now 
course, new. However, the case for schools to take on this sett 
more pressing than ever, in view of the problems thrown up by 


i ke clear 
and biotechnological advance. Some examples will help to make 
what I mean. 


: e 
en without her parents rile hs 
case and the social practices ie 
interest and importance for scho 


Tuctured and dispas 
which back-up, 


5 ; : it 
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to which of the two women has the better claim to be called the mother 
of the resulting child. They are both in a sense its mother. But the 
question of which, if either, of the two might have the better claim to 
custody of the child is another matter entirely. If school students are to be 
able to understand and cope with the massive jolts that such develop- 
ments give to very basic ideas and fundamental beliefs, they will need not 
only to be introduced to some of the basic science which lies behind these 
developments but also to acquire some familiarity with ways of thinking 
through the conceptual, social and moral consequences of these 
revolutionary techniques. 

The ‘biotechnological revolution’ is not confined to human biology 
and to medical science. Many industrial processes in use in our society 
present social, as well as medical and moral problems. We must consider 
not only the morality of nuclear power, nuclear defence and the 
Te-processing of nuclear waste, but also the medical and scientific 
implications. To participate in the debate, we need to be informed about 
the medical hazards that face those living near or working in nuclear 
installations, and also the possible dangers to society as a whole which 
derive from the presence of such installations within our borders or 
within those of our near neighbours. All responsible citizens need to 
assess these hazards and to weigh the advantages and disadvantages of 
running the risks of nuclear power. Again, schools are one of the few, if 
not the only, institutions to which many citizens will have access, which 
can hope to help with the clarification of the issues involved, and with 
Providing at least some of the relevant scientific and medical infor- 
mation. 

The so-called biotechnological revo > ent 
with complex dilemmas, the resolution of which will require specialised 
information. Should we welcome or fear the use of genetic engineering to 
modify plant and animal species? Is there an essential difference between 
attempts to remove dysfunction and attempts to enhance function in 
human beings? In other words, if we are in favour of helping to diminish 
Various sorts of handicap, how can we be against attempting to make 
People stronger and longer-lived, more intelligent, or less susceptible to 
disease? à 

Medical and biotechnological issues have a proper and essential place 
on the school curriculum. More importantly schools have an indispens- 
able role to play as educational resources for the community as a whole. 
This role can, in part, be discharged by helping school students to 
understand the issues that confront them as individuals and as citizens. 
The other part of this role — that schools operate as resource centres for 
the wider community — lies beyond the scope of this essay. 

What follows is a case study of one particular medical issue. The 
discussion of this case will attempt to show that its inclusion in the school 
curriculum is essential, and I will say something about the issues with 
which a proper study of its complexities must be concerned. 


lution will continue to present us 
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II A case study 


the 
There can be few people in the United Kingdom who do sere i 
name of Mrs Victoria Gillick. The case with which her me a ee 
has been debated and gossiped about, and no one who m s E 
or watches television can fail to be acquainted, not only w Fe 
bones of the case, but also with at least some editorialising erficially 
issues involved. And yet these issues have been at best only ae ses 
examined even in the serious press. They raise problems t RRE 
profound consequence for school students and present in 5 pees ae 
range of the most controversial issues with which a school c 

should concern itself, Let’s look first at the facts of the case. 


1 The facts 


The case was Originall 


i had 
that it would be unlawful for any of her daughters (at the time she 


i tive 
m daughters under 16) to be given contracep 


i i initially 
advice or treatment without her express consent. She succeeded i 


and in the Court of A 
girls found that the co 
longer available, Ev 
decisions. The Lords 


including ceri ink oe 
tin the circumstances, t 


reasonable pe his 
It is difficult to know just how many young women are affected by t E 

House of Lords decisio ber of live births recorded fo 

women under 16 

residents (the ter, 


m ‘residents? i 
foreigners comin: 


as many 5 


uch girls as possible should fully 
choice the 


2 The choices 


Although we will be talking about decisions and choices and the 
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conditions under which they are made, these are, in a sense, ideal 
notions. The people involved clearly do make choices, but however 
rational, well-informed and mature they are, the processes by which they 
arrive at these choices will seldom take the form of reviewing alternatives 
and consciously weighing-up various considerations, or arriving at 
conclusions by anything analagous to formal argument. 

When decisions are seen ‘from the inside’ they may appear to be 
spontaneous and unreflective, but this does not mean that they have not 
been informed and prepared for by much reflection and consideration of 
alternatives and consequences. Even after the event there may be wide 
scope for reviewing choices and assessing their ramifications. It is 
important to be clear about just what the choices involve, at whatever 
stage the information becomes relevant to, or usable by, particular 
agents. By looking at some of the ramifications of the kinds of decision 
we are talking about, we can see which of their dimensions might, or 
should, appear on the school curriculum. It may be helpful to deal with 
these decisions separately for boys and girls. Since the Gillick case 
concerned the choices facing girls, that is where we shall begin. 


Women 


e sex for the first time is made in a 
Nevertheless the decision has, in 
social, legal and even 


It is unlikely that the decision to hav 
cold-blooded or ‘rational’ manner. 
addition to its personal significance, moral, 
political dimensions that are worth spelling out. 
If the girl making this choice is under 16 she cannot legally consent to 
sexual intercourse. The consequence of this is that when she does, de 
facto, consent, her partner will in the eyes of the law be tantamount to a 
rapist, because he will be having intercourse with a woman who is 
deemed to be incapable of giving the required consent. He will therefore 
(while not guilty of rape itself) be guilty of a criminal offence. Unless the 
man concerned is much older than the girl, he is unlikely to be 
Prosecuted, but criminal he technically will be. Interestingly, the girl 
herself commits no offence, a fact which makes dubious the suggestion 
that — even before the House of Lords decision — a doctor who gave her 
contraceptive advice might be ‘counselling or procuring’ a criminal 
offence, 
The decision in the Gillick case has revealed glaring anomalies in the 
law on consent to intercourse. For while a girl under 16 may under no 
circumstances be legally competent to consent to sexual intercourse, she 
can consent on her own account to medical treatment which may have 
much more far-reaching consequences for her. Indeed, she could 
Presumably consent to being made pregnant by medical intervention by 
artificial insemination or in vitro fertilization, though not by the more 


normal non-medical method. 
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In deciding whether or not to seek medical advice on ona PEON 
young woman will have to decide whether or not to involve her ion 
or any other advisers. She will have to consider the risks (and maybe a he 
the advantages) of sex itself — Or at any rate of sex with the partner s 
has in mind — of various rival methods of contraception, of pregnancy 
and maybe of abortion or birth. Some of the costs and benefits of these 
decisions are also moral costs and benefits. Although these are unlikely to 
be foremost in her mind, the interests of a number of third parties, from 
her parents and friends to the child she may conceivably have, may also 
be worthy of some consideration. 

All of this may seem obvious enough and so it may appear ponderous 
to give chapter and verse. However, some of these choices while appar- 
ently straightforward, (if difficult to resolve) are in effect exceptionally 
complex and deep. To show this and to make clear just where the school 
curriculum enters the debate | want to consider two opposed, if super- 
ficially crude, views of the rights and wrongs of choices like these. 


pends, becomes obvious. 


Bluntly, a woman’s right to cho 
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reasons to suppose that the life of the 
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The issue of the moral significance of the foetus or embryo raises many 
questions. Some of these are factual, some theoretical, some conceptual 
and some moral. A person seriously attempting to understand the 
arguments for and against the legitimacy of abortion, will need to know 
what might be said in answer to a range of these questions. An obvious 
starting point would be the question ‘when does life begin?’ Clearly an 
answer to this question requires investigation on a number of fronts. 
Some basic biology and medical science would be required; an answer 
would have to deal with the development of the human egg and the life of 
the sperm before conception, to discuss what happens at conception, 
how the human egg cell divides, and how the emerging cell mass may 
become a single individual, twins or even a cancer (a hydatidiform mole) 
some time after conception. Even where the egg develops normally it 
cannot of course survive unless it implants, is suitably nurtured and so 
on. Once a reasonable grasp of the medical facts is obtained it becomes 
clear that these alone cannot solve the problem. The facts, such as they 
are, show that life cannot sensibly be said to begin at any particular 
point; the egg is, after all, alive before conception, as is the sperm. Nor 
does the human individual begin at conception, since at that point the cell 
may develop into more than one individual — or indeed into a mole. 

Even when the egg has implanted and is apparently developing 
normally, we may ask what sort of life has been established, and what 
moral importance that sort of life has. The human embryo is to start with 
a very simple creature indeed, less complex than a tadpole. In virtue of 
what exactly might it be more morally important? If it is more important 
than a tadpole, is it of sufficient moral importance to be entitled to be 
valued equally with its mother, particularly when it can only emerge 
from the womb at some risk to the life of its mother? 

Examining the nature and capacities of the foetus at various stages and 
comparing these with other creatures, will help to establish just what it is 
we are valuing when we value the foetus. It will also provide a 
framework for thinking about the value of other creatures with 
comparable capacities. 

I make no attempt to answer these que ; 
show that answers are required by anyone taking a view about the 
legitimacy of abortion and so, of necessity, by anyone taking a view 
about the propriety of risking pregnancy. More importantly for our 
Present concerns, it is clear that much of the information required both 
for an answer and even to see that an answer of a particular kind is 
required, can be provided as part of the school curriculum. Ei, 

Of course the problem is not circumvented by taking the view in 
advance that if pregnancy occurs abortion will be ruled out. It is still 
important for all concerned to know whether abortion should be ruled 
Out on moral grounds, that is, whether the choice to have a child is a 
free’ choice or one required by morality. If we now turn briefly to the 


stions here. I wish simply to 
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other side of the Gillick case, the parental perspective, we can see that the 
same arguments apply. 


A parent’s right to choose? 


Suppose our inclination is to think that Mrs Gillick is right and that 
ultimately it is up to parents to decide whether or not a girl under 16 
should receive medical advice and treatment. Suppose we think that the 
parents are better placed to consider their daughter’s best interests and to 
make mature judgements as to what those interests are. Or we might 
simply think that parents have the right to control the behaviour of their 
children under the age of 16, including their sexual behaviour. Well, 
oman goes ahead regardless and becomes 
school and on the basis of information and 
all the relevant issues, she has come to the 
justified in having an abortion and indeed 
er parents are entitled to have control of 
edical advice and treatment is to conclude 


T Prerogati 


who are most closely concerned 1e to influence the choice of those 
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Conclusion 


We have reviewed some of the major medical issues that have curriculum 
implications and examined one of these in detail to see just how 
its resolution can develop. We have seen how the ways in which it 
might develop are not only appropriately placed within the school 
curriculum, but also how the school is uniquely placed to help in the 
resolution. Schools have both a moral and a political responsibility to 
include discussion of issues of this sort and to provide, on the specialised 
curriculum, information relevant to their resolution. 

The Gillick case illustrates the ways in which an issue which actually 
affects only a small proportion of the community may raise important 
questions of principle for the community as a whole. These are questions 
about which those who claim the right to speak or vote have a 
resonsibility to inform themselves, so that their voice will express a 
judgement rather than a prejudice. What better function can education 


perform than to help materially in this process? 
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Chapter 8 


Religion and religious education 


Enid B. Mellor 


i i its 
Religion, like Everest, is there — explicit in the beliefs and peere T 
adherents; implicit in the questions, spoken and unspoken, w iy wen 
from a more than superficial consideration of almost any topic. at 
I here? Where did I come from? Where am I going? What happens X aah 
die? Why should I be kind/truthful/reliable and all the other t a: ike 
seem to be taken for granted? Is there such a thing as a just baie 
ethical, social, philosophical and political issues raised in other pa has 
the curriculum come home to roost in Religious Education. RELON 2 
things to say about them, although different religions do not one en 
the same thing. To the Religious Education specialist teacher the di ae 
of the Spens Report of 1938 that ‘no boy or girl can be pe me 
Properly educated unless he or she has been made aware of the fact o 


š a $ Š 3 f ement 
existence of a religious interpretation of life’! is no more than a stat 
of the obvious. 


Theoretical considerations 


oversial in almost all its aspects, pepo 
gle we view it. Controversy resides ne x 
its name. Do we teach Reli ion, Religious Studies, Religious Knowle vs 
or Religious Education? Or do we, as laid down by the 1944 Educatio ) 
the occasional school timetable or syllabus 
provide Religious Instructi 


aay er 
on? No such hesitation surrounds other; 
long-accepted disciplines; we teach Histor 


subject is, and why it should b ; 
terms of Buddhism, Christianity, 
~ accepted by tradition rather than 
ertly secularist stances, (Fumana 
mples) which present a coheren 
eference to the supernatural. 
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Se ee or a to include the new, 
place in the curriculu d if inate aie hey to be ENER A 
ici a m, and if so, what are the criteria for choice? Do 
der eras etemon mrbin school, or national statistics 
play a pare ie ane i j philosophical and theological definitions 
strengths i Be en 3 o we pay attention to our own teaching 
ut a eaknesses? Is it proper to give value judgements, and if 

Met are these to be based? 
ee uaa thus bound up with intentionality. What we teach cannot 
tanec ey our reasons for teaching it. Do we, as some religious 
ease ery wish, nurture a child in his or her own faith, and in so doing 
PANA SR the curriculum? Do we seek to present choices, and 
posi con T with the demand for nurture? Do we, if such a thing 
Bi AREE pret jective information, and in our endeavours underplay 
Seem a ee the passion and partiality of some religions? Do we try to 
deal walk ais os aie oh and empathy, and if so how do we 
distinguish ee which lay claim to the absolute truth and are not 
wie ed by an attitude of amiable acceptance of the beliefs of 
ce we may be helped, or not (according to viewpoint), 
it shodi z of legality. By law, Religious Instruction must be provided 
Agreed § i i county schools it must be taught in accordance with an 
t cates a abus — agreed between representatives of the Authority, of 
Ps shaper of the Church of England, and of such religious 
tbe coon ions as in the opinion of the Authority ought, having regard to 
een mstances of the area, to be represented. Nowadays the last 
faiths ae. interpreted as including representatives of a variety of 
PATA ife stances. Yet compulsion is accompanied by freedom, for 
andor TA Pae give teachers the right to opt out of religious teaching 
their childre ance at school worship, and parents the right to withdraw 
TE EA sa Denominational partiality is also guarded against by the 
required ae clause’, enshrined in the Education Act of 1870, which 
distinctiv s no religious catechism or religious formulary which is 
pie e of any particular denomination shall be taught. This was 

petuated in 1944 with the stipulation that worship in a county school 


ihe en not... be distinctive of any particular reli 
distin igious Instruction] shall not include any cate 
ctive of any particular religious denomination. 

and so flexibly treated. The 
Act results in a variety of 
ife is Religious Education 
h the attainment of statutory 
rm college? How much time 
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Can its existence be safeguarded during the integrated day of the aaa | 
school and in the integrated studies programme of the secondary school? 
Can the host of practical problems encountered in attempting ae 
implement the conscience clauses be he Education and educationi 
eak with many voices in answer to these questions. i . 
ge sacle hah not identical, with the Religious aa 
provisions of 1944 are those relating to voluntary aided and none 
agreement schools, where the ‘providing body’ is a religious institutio 
Here, denominational teaching can be given, and denominational contro 
can be exercised over staff appointments and pupil admissions.” In sr 
schools Religious Education is not subject to local authority nie 
either by inspection or by syllabus requirements. How far, if at all, is t : 
existence of such schools justified in the last quarter of the 20th century? 
If it is, ought it to be restricted to schools of the Judaeo-Christian 
tradition? Does the composition of our society now warrant the 
foundation and funding of, perhaps, Muslim and Sikh schools on similar 
lines? D 
The controversy surrounding these matters of nomenclature, defini- 
tion, intentionality and legality, acute though it may be, is arguably less 
so than the uncertainty which surrounds the place in Religious pecans 
of religious experience. Religion is more than a set of beliefs, of rules, 0 
rituals; more than a body of literature or a social framework.’ It reaches 
the core of the human spirit, its essence is inexpressible by many and 
expressed by very few. It is unprovable, immeasurable and yet totally real 
to those who know it. How can something of this be included in the 
curriculum? Is it even Proper to think of doing so? Yet how can we omit 


it and claim to have engaged in Religious Education or indeed in 
education at all, since it 


improper to try to measur. 
If so, is there any point i 


is essentially unexaminable? Commitment is 
another problem area, M eeply religious, but how far 
should their commitment be admitted, shared, or even used as 2 
; 

as objectivity, wi i 


i acy? The perennial question of 
fairness versu 


s feeling remains unresolved. 
Perhaps the most debatable and debated intersection between 
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Religious Education and religious experience is exemplified by the 
requirement of the 1944 Act, still in force, that ‘the school day in every 
county school and in every voluntary school shall begin with collective 
worship on the part of all pupils in attendance’.!! It is easy to condemn 
this provision out of hand, on principle; how can anyone be told to 
worship, especially in an assorted community where few if any shared 
values can be presupposed? It is still easier to complain about the 
non-eventful nature of the so-called ‘Assembly’, which may be a verbal 
noticeboard, a helping of moral uplift laced with reproof, or an attempt 
to encourage aesthetic and cultural appreciation using music, literature, 
movement or the visual arts as stimuli. It is more difficult to answer two 
questions basic to Religious Education. First, is there any ‘mileage’ in 
making an attempt to introduce children to religious experience and if so 
how do we go about it? Second, what ts religious experience anyway? If 
religion is potentially present in all parts of life it is there in relationships; 
the school gathering with a common purpose, however prosaic, may be 
religious in the practical, if not the metaphysical, sense. 

The teacher of Religious Education may feel, and often does, that 
the school assembly is not the context for introducing pupils to any sort of 
religious experience, however defined. Assembly is generally the province 
of the headteacher; it is honoured more in the breach than in the 
observance; if and when it does happen it is neither religious nor 
experiential. Many teachers (myself among them) would be glad to see 
the requirement for a compulsory act of worship excised from the Act, or 
at any rate re-sited so that it is not mixed up with the legislation 
concerning Religious Education in the classroom. Yet, surprisingly, these 
Same specialist teachers will often accept some responsibility for 
Assembly — perhaps by direction from above, or perhaps through sheer 
exasperation at what is already happening. There is then a choice of 
strategies. In a denominational school one can hope for a nucleus of 
worshippers and an ‘outer circle’ of observers. In a multifaith school one 
Can attempt some form of syncretism (usually a recipe for disaster), or 
ask representatives of the different faiths to be responsible in turn for 
worship in their own traditions, perhaps involving visiting speakers from 
the local communities. Or, as already mentioned, one can eschew explicit 
teligion and concentrate on the ethical and the aesthetic. But almost 
Invariably we must face the fact that school worship, once the seed-bed 
of children’s religious experience, is so nO longer. So we are left with the 
classroom; the problem has not disappeared, but has surfaced in a 
different setting and in one which may be even less congenial than the 
School hall. 

With so many controversial questio 
Subject we may feel that the only possib 
fact this should not be, nor is it, the case. 
Of religion; blandness would be so untypica 


ns attaching to a controversial 
le counsel is one of despair. In 
Controversy is part of the stuff 
Las to be positively grotesque. 
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i j Id 
I find it hard to believe that any dedicated teacher of the subject lias 
wish it otherwise, for where there is doubt, dissension, argument a 
experiment there is life. The subject is not dead. 


Practical considerations 


So to the practicalities. First, where in the school curriculum can on 
recalcitrant set of problems be accommodated? There is a case se 
answering ‘everywhere’, for few disciplines lack Opportunity for eens 
sophical, theological or ethical discussion, given the time and the wi 
This is particularly so in the field of multicultural education; it is difficult 
to overestimate the connection between religion and culture, yet all too 
easy to forget it. With a crowded syllabus and an unconfident teacher, 
time, or will, or sometimes both, can be lacking. So we need time set 
aside for dealing with religious topics both in connection with other 
subjects and in their own right. 

Religious Education must be timetabled: timetabled adequately and 
timetabled by name. Where it is part of the integrated day or the 
integrated studies Programme it must make its distinctive contribution. 
Examination provision apart, secondary school classes need at least the 
equivalent of two single periods a week for Religious Education. What 
other subject would be content with less? Neither breadth nor depth of 
teaching can be contemplated during 35 minutes (if one is lucky) in every 
seven days, 

Second, who should be r, 


‘trained and qualified teachers? may read like a statement of the obvious- 
But far too often in the 


produce a new Agreed Syllabus, 4 A f the 
administrative and ideological burde: ae as a 
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existence, make use of the adviser’s services, and press relentlessly for an 
appointment where none already exists. Some expressions of support and 
peat from the teaching force might not come amiss from time to 
ime! 

Journals, resource centres (often with lending facilities), books for 
teachers and pupils (ranging from the stapled-together, produced-in-a- 
cellar type of leaflet to the lavishly-illustrated hardback), charts, videos, 
computer games and other offerings of modern technology are there for 


the taking — at a price. There, of course, is the rub. Religious Education 


teachers need to concentrate on deploying finances wisely and con- 
produce their own 


structively. Many use their ingenuity to devise and 
materials, and increasingly this expertise is shared with colleagues in 
other schools. 

Fourth, how do we cope when we actually face our classes? Here we 
have both a help and a constraint, additional to those imposed by 
external examinations. In the maintained sector, Religious Education 
must (unless good reason is shown for claiming otherwise) be taught in 
accordance with an Agreed Syllabus (see page 109). But the represen- 
tatives of the denominations, faiths and life stances who are invited to 
help produce the syllabus may differ from area to area; as may the 
end-product of their deliberations. 

Let us take two examples: Lincol 
Education Authority. 


nshire and the Inner London 


Lincolnshire 


Religious Education in Lincolnshire (1980) lists, on its standing 
Conference, representatives of the Church of England, the Roman 
Catholic Church, and ‘other denominations’ (unspecified, but all with 
English-sounding names). The syllabus states 


The content of religious education in Lincolnshire will be drawn largely from the 


Study of Christianity in its many forms, this being the religious faith which has 
Most influenced our culture. However, it is essential that children in today’s 
world should also be given some understanding of other religious commitments 
and world views found in contemporary British society and in other parts of the 


world. (p 7) 


_ There is little non-Christian content prescribed for the primary school 
in Lincolnshire. At secondary level it is suggested that Christianity and 
two other world religions should form the basis for the course, plus 
themes such as festivals, ceremonial and rites of passage, and sacred 
Writings, giving examples from several religions. An educational reason — 
the danger of confusion — is given for this restriction, and the nettle of 
unfamiliarity in a largely monocultural area is firmly grasped. 

ultural and multifaith, and 


The Lincolnshire child lives in Britain which is multicultura 
Id in its wholeness and not 


Wi k 
€ have a duty to educate him to understand the wor! 
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just his own local environment. Problems of unfamiliarity can in any case be 
overcome by the judicious use of good textbooks, audio visual aids, and informed 
teaching. (p 16/17) 


One gets the feeling that content in Lincolnshire may be manageable, 
but that the difficulty of ‘bringing to life’ a multicultural society should 


not be underrated. The ‘good textbooks’ and the rest will be needed — 
and more besides. 


The Inner London Education Authority 


The Inner London Education Authority’s Religious Education for our 
Children (1984), on the other hand, had the benefit of the advice of 


Christian (including the Afro-Caribbean and Greek Orthodox Chur- 
ches), Hindu, Jewish, Muslim, 


Sikh and Humanist representation. 
Behind its unwieldy aim: 


-+.to help young people to achieve a knowledge and understanding of religious 
insights, beliefs and Practices, so that they are able to continue in, or come to, 


their own beliefs and respect the right of other people to hold beliefs different 
from their own 


lies anxiety about nurture, and a realistic view of the conflicting 
truth-claims in religion. The syllabus prescribes that six world religions 
(Buddhism, Christianity, Hinduism, Islam, Judaism and Sikhism) shall be 


taught and (unlike Lincolnshire) also requires ‘a non-ethical, non-theistic 
tradition such as Humanism’ (p 16). 


The actual teaching methods are much the same as in Lincolnshire — a 


mixture of the thematic and the systematic. Acknowledgement is made of 
our Christian sub-culture (.... it is taken for granted that Christianity 
features clearly’ p 7), though not as strongly as in the Lincolnshire 
syllabus. But the carrying out of these ideas must be at once easier and 
more difficult in the inner city. Easier, because of the multifaith 
environment with its places of worship, family customs, dress, and 
children who bring to the school a dive 

when (as in one girls’ school of my acquaintance) 85% of the pupils are 
of Asian — often strongly Muslim — background, and yet Islam must be 


surprised discovery that religion is 
y at all levels. Here also lies the 
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awareness which facilitates (for we can do no more) the rare moment of 
stillness when the group or an individual is touched by the mystery which 
is the heart of spirituality. Ultimately, in the quest for ‘useful’ subjects 
and vocationally-oriented schooling it is the committed and dedicated 
teacher of this contentious discipline who will commend it, with all its 
potentially life-changing consequences, to students, colleagues, gov- 
ernors, and to a needy and largely uncaring world. 


Notes and references 


1 The Spens Report on Secondary Education (1938) p 208. 
2 The Education Act (1944) section 25. 
3 ibid sections 25 and 27. See also the Fifth Schedule. 
4 See, for example, Religious Education for our Children, the Agreed Syllabus 
of the Inner London Education Authority (1984). 
5 The Education Act (1944) sections 30 and 25. 
6 Elementary Education Act (1870) section 14(2). 
7 The Education Act (1944) section 26. 
8 ibid sections 25 and 26. See also the Third Schedule a 
the Dual System Bernadette O'Keeffe, (1986). : pe 
9 For a fuller discussion, see Schools Council Working Paper 36, Religious 
Education in Secondary Schools (London, 1971) pp 47 ff. 
10 The Education Act (1944) section 7. 
11 ibid section 25. 


nd Faith, Culture and 


Some useful addresses 

The Regional RE Centre, F 

West London Institute of Higher Education, 
‘ancaster House, 


Borough 

ro fies pel 011-568-8741 Ext. 2656 
Publishes Media Review three times a year, reviewing books, posters, 
videos, computer programs, multimedia packs. 


The National Society’s RE Development Centre, 


3 Kensington S 
quare, meee 
ESAE E ere 01-937-4241 


The Regional RE Centre, 
esthill College, 


Selly Oak 
Birmingham B29 6LL 021-472-7275 Ext. 58 


York RE Centre 
The College, ` 
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Lord Mayor’s Walk, 0904-56771 
York YO3 7EX 


The Welsh National Centre for Religious Education, 
School of Education, 

UCNW, 

St Mary’s, 


9 
Bangor, Gwynedd LL57 1DZ 0248-51151 Ext. 610 


(All these arrange short courses for teachers and publish regular reviews 
of materials) 
Many Local Education Autho 


. . S. 
tities also provide resource centre 
Periodicals are sometimes 


produced locally and distributed ostona 
for example, RE News and Views (termly from the Inner Lon 


ae f 
Education Authority), and Resource (termly from the Univeristy © 
Warwick Institute of Education) 


Organisations 


General 

The Association of 
2 Romeland Hill, 
St Albans, 

Herts AL3 4ET 0727-40298 
Publishes Act Now and Spectrum termly. Concerned with Christian 
Education generally, and with Religious Education within that setting. 


Christian Teachers, 


Christian Education Movement, 
Lancaster House, 


Borough Road, 

Isleworth, 

Middx TW7 spy 01-568-8741 Ext. 2656 
Publishes British Journal of Religious Education 


and R.E. Today termly- 
Commission for 


Elliott House, 
10/12 Allington Street, 


Racial Equality, 


London SW1E SEH 01-828-7022 
The Commonwealth Institute, 

Kensington High Street, 

London W8 6NQ 01-603-4535 
Help is also often given by charities, by embassies, by museums, by travel 
agents, and by local religious comm 


unities, 
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Buddhism 
The Buddhist Society, 


58 Eccleston Square, 
London SW1V 1PH 


Christianity 

The British Council of Churches, 
2 Eaton Gate, 

London SW1W 9BT 


St Paul Book Centre, 
199 Kensington High Street, 
London W8 6BA 


Hinduism 

The Hindu Centre, 
39 Grafton Terrace, 
London NWS 


Islam 

Islamic Cultural Centre and London Mosque, 
146 Park Road, 

London NW8 7RG 


Muslim Information Service, 
233 Seven Sisters Road, 
London N4 2DA 


Judaism 

Central Jewish Lecture and Information Committee, 
oburn House, 

Upper Woburn Place, 

London WC1H OEP 


Sikhism 
Sikh Dharma Trust UKs 
Guru Ram Das Ashram, 


246 Belsize Road, 
London NW6 


Suggested reading 


01-834-5858 


01-730-9611 


01-937-9591 


01-485-8200 


01-724-3363 


01-272-5170 


01-387-3952 


01-328-4781 


School (Hulton) 


Cole, W Owen: Religion in the Multifaith a Handbook for Teachers 


Cole, W Owen (ed): World Religions: 
(Commission for Racial Equality) ioe 
Copley, T E: RE Being served? (CIO Publishing) 
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Cox, E: Problems and Possibilities for Religious Education (Hodder) 

Elias, J: Psychology and Religious Education (Florida: Kreiger) 

Grimmit, M: What can I do in RE? (2nd ed) (Mayhew McCrimmon) 

Harris, A: Teaching Morality and Religion (Allen and Unwin) 

Hay, D: Exploring Inner Space (Pelican) 

Hill, B V: Faith at the Blackboard (Paternoster Press) : 

Hinnells, J (ed): The Penguin Dictionary of Religions (Penguin) 

Hull, J: Studies in Religion and Education (Falmer Press) 

Hull, J: New Directions in Religious Education (Falmer Press) 
Hulmes, E: Commitment and Neutrality in Religious Education 
(Chapman) 

Jackson, R: Approaching World Religions (John Murray) 

Lealman, B: The Total Curriculum in Relation to RE (CEM) 

Lealman, B: Implementing the Agreed Syllabus (CEM) 

Lealman, B: Current Issues in Examinations (CEM) 

Mumford, C: Young Children and Religion (Arnold) 

Nicholls, K (ed): Voice of the Hidden Waterfall (St Paul Publications) 

O'Leary, D J and Sallnow, T: Love and Meaning in Religious Education 

(OUP) 

Schools Council Working Paper 44: Religious Education in Primary 

Schools (Evans/Methuen) 

Schools Council Working Paper 36: Religious Education in Secondary 

Schools (Evans/Methuen) 

alt Religious Education: Philosophical Perspectives (Allen and 
nwin 
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Centre, Chelmer Institute, Chelmsford) 
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Chapter 9 


‘Peace Studies’ in the curriculum of 
educational institutions: an argument 
against indoctrination 


DN Aspin 


Introduction 


In this chapter I am concerned to examine the raisons d’étre behind the 
Setting-up of schemes of ‘Peace Studies’ in the curricula of educational 
Institutions. I aim to establish, so far as it may be possible to do so, 
Whether any of the criticisms recently advanced by such writers as Cox 
and Scruton, and Marks, against the place of programmes in ‘Peace 
Studies’ in such institutions, have any legitimacy or force. Such an 
Investigation is, it seems to me, especially important at a time when 
Educational institutions in the UK are being forced to accommodate 
themselves to the demands for public accountability that come in the 
train of reduced public funds, falling numbers on school rolls, and the 
'mperatives for curricula reflecting balance, breadth, relevance and 
differentiation that the policies of the government have imposed upon the 
education sector. If the charges of Cox and Scruton and Marks and the 
Strictures of Sir Keith Joseph can be proved to be well-founded, then the 
Possibility of funding, availability of teaching, and student interest 
Continuing to be devoted to the area of “Peace Studies’ may well be 
Seriously attenuated. This is quite apart from the scepticism that might be 
entertained by institutions generally about the implications of imputa- 
“ons of indoctrination arising out of such charges. It is with the querying 
and assessment of such charges that this chapter is largely concerned. 


The characterisation of ‘Peace Studies’ 
I take as conceded the case for the promotion of a set of ends, that we 
May characterise as coming under the broad heading of ‘Peace Studies’, 

€ace and Conflict Studies’, ‘Peace Education’, ‘Education for Inter- 
national Understanding’, or whatever. Indeed the obligation on govern- 
hie to give support to such educational undertakings follows from 
their agreement with prescriptions emanating from the United Nations 
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duced 
Organisation itself. In sessions in 1978 and 1982 the Reports produ 


i i isarmament 
as a result of special sessions devoted to the topic of disa 
contained such paragraphs as these: 


isati e steps to 
Governments and non-govermental organisations = urged tees Ki ae. 
i i nd peace studi 
develop programmes of education for disarmament a p! (Para 106) 
i i rld opinion 
In order that an international conscience may develop and aes gee ‘he 
: , : $ 
may exercise a positive influence, the United Nations shou a e 
dissemination of information on the armaments race and disarmament, 
full co-operation of Member States. 


(Para 15)' 


: ‘ the 
These recommendations accord well with the weight attached by 


; ights, in 
UNO to the principle of the Universal Declaration of Human Rights 
which the view is advanced that: 


ity and 
Education shall be directed to the full development of the human ee a ‘It 
to the strengthening of respect for human rights and fundamental free dor : Sia 
shall promote understanding, tolerance and friendship among all nations, 


igi pana ; ions for the 
or religious groups and shall further the activities of the United Nation 
maintenance of peace. 


All these undertakin 
States, who are then to 
of public policy. So m 
State for Education a 


p iate 
ue, cloud it with inapprop S 
and present it one-sidedly. He argued for a rati 
approach to the subject i 


provision needed to be madı 
‘peace studies’ ought reall 


The ‘Black Paper view 


There can be little doubt that Sir Keith’s views are shared by many, both 
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insid i - 
om ae pe education service. Indeed Sir Keith’s speech is only 
EER A aen 3 a poini of view about the nature of educational 
che ties = te eae programmes that has found expression from 
sick oe ee and before. The reservations Sir Keith 
ince anel ste ng the status and purpose of ‘Peace Studies’ in some 
adane d bere Hi were followed up and expanded in the criticisms 
Marks hers ine Cox and Roger Scruton and by John Marks. 
Bete a Peace Studies’ in our Schools: Propaganda for 
aeren a isin the same tradition of which Sir Keith’s views are an 
uke ee prt oring indoctrination and arguing for the need to have a 
dadaran Sarit available, Marks gives a useful account of 
Suae ee che fork Education over recent years. He provides an 
EIE DAN e pes courses available, and points to omissions in 
and the Warsa te i liographies of material relating to the Soviet Union 
heeki is w Pact. He reminds us properly of the need for balance in 
te Northam ft po noting that, while references to conflict situations 
Sn bien reland, El Salvador and South Africa are often to be found, 
Sad Ria omp arahi list mentioning events in Afghanistan, Warsaw 
ele? pec ; $ so far as this may be true of some courses, then 
Pointing EE of lack of balance are serious and to the point; in 
work in this oe Marks does signal service to the cause of academic 
tuo is more contentious, however, is in his imputation of 
Sots ed on the part of teachers responsible for such courses. 
sine ee e, he maintains, there is a clear political agendum, that 
the PRO as part of the hidden curriculum of peace studies courses: 
that may b e representation of a view of the need for peace studies’ 
that ie e associated with the Marxist-Leninist political imperatives 
countries a and govern Peace Studies’ courses 1n state schools in 
the UK na is Soviet domination or control. Courses in peace studies in 
courtesy ahs aims, run a gamut from merely stressing the need for 
maintains th good manners to outright political indoctrination. Marks 
the curricul at ‘politically contentious subjects should form no part of 
‘would sa a6 for those below the age of 16’; he refers to those who 
or y that the teacher should at all times keep his political views to 
a , and he echoes the view of Sir Keith Joseph that 
€ are surely right to expect our schools not to encourage pupils to take a view 
that Government 


of notio : 
Should ae which are wholly alien to our society — for example, 
e other than Parliamentary or that the rule of Law should be abrogated. 


t in the views of some 
rs of Communism and 
d peace education. To 
le, such that 


Suc : 

scree are, Marks maintains, often implici 

the reasons i. Studies who cannot see the dange 

that extent Ni ind Russian initiatives for peace an 
, Marks holds, we are engaged in a batt 


If we faj : 
ail to win the battle now being waged for the minds of the young, in a few 
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i ; than 2000 years 

ears there may be no battle left to fight. As Plato wrote, moie ed en hone 

4 o, of those who spoke incessantly of peace: ‘. . . on Sa o seca Me 

TR for peace, which is often out of season where their in D SA 

3 $ 
i i heir young to be like s 

become by degrees unwarlike, and bring up their y aE Ca ROE ett 

they are at the mercy of their enemies; whence in a few y y 


i i ition of free 
children and the whole city often pass imperceptibly from the condi 
men to that of slaves’. 


i he 
For Marks, therefore, ‘peace studies’ should be eee a ci 
clear requirements of our own system of education, pine ae 
more to do with teaching children the facts in an ma aie 
way’, that presents all sides to any question, keeps off p ome 
contentious ground and is only concerned with the pore ween 
moral precepts’ as have ‘always been an essential part of educa 


Peace studies as a discipline? 


A similar point of view is t 
Scruton and Lady Carolin 
Operate with a similar 
characterise ‘essential ed 
nation that they see pre 
departments and cours! 
United Kingdom 
at Bradford Uni 


o be found in the pamphlet by Profeo OE 
e Cox, Peace Studies: A Critical Survey. i T 
notion of the ‘true aims and content’ t A 
ucaton’. They contrast this with the aa 
sent in many modern educational rises 
es in schools, colleges and universities in Fee 
~and nowhere more than in the School of Peace Studi 

versity, which is for them a test case. For, they argue, 

If the Bradford School fails. . 


i iustifyi dies), 
. to discharge the onus of justifying (Peace Stu 
then we are entitled to assum 


a 4 ic discipline: 
€... that it is not a genuine academic discip 


The implication is clear: Peace Studies ought to be removed fon na 
curriculum of any genuine educational institution concerned wit al 
Pursuit of truth and the Promotion of academic ends. Such studies sho 
receive no further research funds 
replaced by an education com 
manners . . . (that) 


ut in 
amount to? Scruton and Cox set them 0 
eir booklet: 


Š E ot be 
genuine educational discipline, and therefore cann 
taught as one. 


The existing programm 


; rly 
Posed by major exponents of the subject clea 
favour a conclusion which (they) believe to be mistaken. 


The subject is taught in such a way as to discourage critical reflection, and 
encourage prejudice, about the Matters of peace, war and disarmament - - - she 
tudies in schools is part of a trend towards 
politicisation of education, į 


: ds, 
olving both the lowering of intellectual standar 
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and the assumption of foregone political conclusions. It is (their) belief that the 
foregone conclusions in question are immensely damaging to our national 
interests, and favourable to those of the Soviet Union. 

The reality of Peace Studies ought not to be confused with its apparent, and 
innocuous, purpose — that of encouraging children to resolve their conflicts 
through tolerance and conciliation rather than by force, to understand each 
other’s differences and to address one another always with the words and 


gestures of peaceful co-operation. 


To sum up: ‘Peace Studies’ is not a genuine educational discipline; it is 
poorly taught; it represents a limited way of examining the current world 
situation and it is part of a trend towards politicising educational 
institutions and endeavours. Moreover, the intentions of its proponents 
and teachers are disingenuous, in so far as these are concerned, whether 
tacitly or overtly, to call our own national interests into question in 
favour of those of an alien political system and ideology. These charges, 
if true, are grave and it would be reasonable for any educationalist or 
academic to be sceptical about courses OF their teachers susceptible to 
them. For they strike at the root of what such people regard as valid and 
supportable educational and academic enterprises, capable of the 
serious-minded and scholarly pursuit of the truth that is supposed to 
characterise the kinds of activity to which educational institutions are 
committed. The question must therefore be raised as to whether these 


criticisms are justified or not. 


Criteria for an ‘Educational Discipline’? 


Scruton and Cox’s view as to what will 
educational’ aims, methods and content, is s€ 
he pupil to understand something which has 
It teaches him intellectual discipline, by 


count as a criterion for 
t out thus: 


The truly educational subject forces t 


no immediate bearing on his experience. 
Presenting him with problems too remote or too abstract to be comprehended 


within his own limited world. In other words, it asks him to stand back from his 
immediate concerns and make a considered judgement of matters which are 
interesting in themselves, whether or not he can see their relevance. This is part of 
what is contained in the idea of intellectual discipline, and one of the reasons for 
believing that education is at wat with propaganda. 

therefore, it has nothing to do with 


the idea of ‘relevance’; indeed ‘genuine’ intellectual disciplines are, for 
Scruton and Cox, ‘respectable’ because of their irrelevance to the lives of 
their students and all their main concerns. Their ‘genuineness’ evidently 
consists in their remoteness or abstractness; and their value is only 
assessed in so far as they are ‘interesting in themselves’. On this basis, 
also, ‘novelty’ becomes suspect: any subject that is an addition to the 
corpus of existing educational subjects or disciplines has to justify its 
existence by the same criteria of admissibility against which initial claims 


Whatever else education is about, 
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iscipli ured and 
for the inclusion of traditional co i AE AAT imran one Ba 
bs es cae li OEE a be se cen eg 
kai oy is on the basis of this fae mo ga criteri 

€i . ; : 
rere and Cox’s rejection of epi a a ues ‘ina a 
of contingent fact, this may “oe 
ever, disqualify Peace Studies wally 
ation. The same charge maye 
eaching of English Literature y ad 
or structuralist approaches, thr ints 
e who allow no place in their cee 
utic perspectives, to the work o bik 
emes for school science rest upo aa 
n preconceptions. If Peace panne a 
so must any subject that happens 

taught in that way. 


s 
7 ; ist in, what it! 
analysis of what the subject might be thought to consist ey dag 
Cognitive content might be, the ends at which it might be aim 

on, but rather from thei i 


r 
visits to schools. Such analysis as they oi 
nly partial; at worst, it is miseonceiyed, pem a 
umptions about the proper content of ‘aca 
courses, i 


irable 
praia P ` esirab 
the appropriate criteria for their evaluation and the d 


4 eae simply 
nal institutions that the authors themselves 
‘© Not question or justify, 


In this respect the views of Cox ai 
those of Sir Keith Joseph when he 
the view that governme: 
law should not be 
even the best — f 


n š ntary 
orm of government should involve parliame 
it likely that th i 


is . m 
nd Scruton do not differ in kind fro 


x f in- 
i & to introduce other forms “aly 
stitutionalising a Society’s political arrangements than those typ 
found in advanced 


ee : dent 
Western Societies; or for going against law, prece 
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and custom in pursuit of objectives that might reasonably be thought — 
and be widely agreed — to conduce to a wider public good. 

As for Cox and Scruton’s demand for irrelevance, remoteness and 
abstractness as the sole determinants of academic and educational 
respectability: their adducing of such criteria suggests covert prescription 
rather than any well-founded analysis of what ‘true education’ (whatever 
that might be) might look like. The demand of ‘irrelevance’ would seem 
immediately to rule out much of the staple of contemporary higher 
education, at any rate: medicine, law, engineering, economics, policy 
analysis... Such subjects can hardly be claimed to be unimportant or 
‘remote’ from students’ lives and a society’s concerns, yet all these are 


lauded and laboured at throughout higher education. There might be 
d Cox that the original motivation 


some point in reminding Scruton an 
institutions that were precursors 


for the establishment and growth of the 
of the modern university was primarily vocational in character. The 


change to a concern with the ‘disinterested pursuit of truth for its own 
sake’ only emerged as a post-Renaissance ideal. I conclude that the claims 
made for the academic respectability of a subject cannot be judged in 
terms of that subject’s ‘relevance’, Or lack of it; if that were to be so, 
many subjects and departments would have to disappear from the 
modern educational pantheon. 

The criterion of ‘remoteness’ can, with parity of reasoning, hardly 
feature as a benchmark conferring warranted admissibility to academic 
status. The activity and achievements of some modern departments in 
institutions of higher education, such as Agriculture, Oceanography, or 
Business Studies, cannot be thought to be ‘remote’ from the concerns of 
their students and the interests of their countries or indeed people 
generally — yet all have won the highest intellectual credence and 
international reputation. So their academic respectability cannot consist 
in that. Perhaps Scruton and Cox mean something different by this 
Notion, however, to the effect that a student can only acquire intellectual 
rigour by endeavouring to achieve understanding of subjects not yet 
connected with the cognitive apparatus she or he has — the whole range 
of ideas, concepts, categories that structure and define his or her 
Consciousness. If that is what they contend, then it is difficult — if not 
impossible — to conceive how such understanding might ever be attained. 
Students seeking to acquire new ideas and master novel modes of 
thinking must necessarily approach them by means of conceptual 
frameworks and patterns of cognition of which they are already 
Possessors. Seen in that sense, Scruton and Cox’s reference to remote- 
hess’ is unintelligible. From this consideration one can only infer that 
what they are concerned with, in their demand for ‘remoteness as a 
feature of ‘truly educated intellectual discipline” is the laying down of a 
Prescription as to what ‘truly’ educational disciplines, 17 their view, 


Ought to look like. 
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ar 
As the three examples cited above will show, work can oe boti 
from remote and directly relevant = and yet at a: i a i 
intellectually demanding and academically rigorous. Sera ae ees 
doubtless go to the discoverers of cures for cancer and Speers 
would, one imagines, be few who would deny that the awar eaa 
distinctions is a mark of anything less than the highest ooi 
respectability. Similar regard is connoted in the award of roya 


; : ; ilosophical 
for the conception and articulation of a new mode of philosop 
investigation. 


irs 
rd School of Peace Studies). Such arguments as Lie 
e used by the protagonists of the retention o 


Say nothing of more up-to- 
Newtonian Physics — 
such new subjects a 
Sciences on the curric 


date examples such as Euclidean Gomery s 
in their attempts to hold off the specie et 
s Geography, English Literature and the we 
ulum of their institutions. This antediluvianism 


‘sabre- 
g€ as a plea to preserve the ‘sa 
” of earlier ages.’ 
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abitant of some departments of philosophy or sociology. Equally, 
a ri be some subjects that have taken the additional term ‘Studies’ 
sot pei of securing acceptability, validation, funding, CNAA 
basic AR and so on. But these are contingencies that do not vitiate the 
: ention that work can be done in such places that has as much 
rigour and respectability as that in more traditional places where 
academic excellence is prized and criticial and creative thinking are seen 
to operate. 

There seem to me to be no grounds ex 
or departments of ‘Peace Studies’ or “Peace an 
courses of ‘Peace Education’ in schools and certain 
their novelty or relatively recent provenance. For if there is any one 
criterion of academic institutions it is in their concern to promote 
[oes and development within existing subjects, in the areas 

etween subjects and indeed of new subjects that have to be developed to 
deal with the continuing accretion of knowledge from the constantly 
expanding frontiers of the cognitive realm. Were this not so, we should 
never have had subjects so important, complex and demanding as 
cybernetics and bio-physics. New advances are always being made in the 
intellectual realm; every subject now accepted as ‘traditional’ was once 
thought ‘new’ and in this respect we do well to remind ourselves of 


Heraclitus?’ fragment ‘No one can step twice into the same river, for fresh 
Waters are always flowing down upon one’.° This is true whether we are 


talking about discoveries of the meaning of Linear B or the structure of 
the DNA molecule. We cannot rule out the possibility of our making 
discoveries, different in kind though equally important, in that new realm 
of human interest and enquiry we have happened to designate as ‘Peace 


and Conflict Studies’. 


hypothesi for excluding schools 
d Conflict Studies’, or 
ly not on grounds of 


The notion of ‘Peace’ 


Si : i 

cruton and Cox do not underestimate the importance of the issues of 

oe war and disarmament. These, they say, are matters ‘of the first 
ath 

Mportance for the future of this country and of mankind and they 


t . . . . 
themselves raise what they see as the questions that will arise in any 
n i i $ . S 
Vestigation into the nature of peace and its preconditions. 
into such a difficult and 


With the first of these we are immediately 
Perplexing area that some have been led to question the existence of any 
Subject including the word ‘Peace’ in its title, much less any claims 1t 
cn have to intellectual respectability. If, as might be suagested) T 
slo erm empty of any explicit or positive content, being rather more ofa 
gan serving to rally those committed to a particular ideal or set of 
ety of a religious or political kind, then those concerned to TA it 
chim an academic standpoint would be committed to a search for a 
€ra and, at worst, liable to end up wasting their time or, at best, 
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i i enues of 
more likely to make progress on ‘peace’ issues via other av 
intellectual enquiry. TP, ; a 

Certainly problems of definition surround the concept as 
do the other ends at which some courses of study in ve cat 
institutions aim, such as ‘Health’ or ‘Freedom’. For some peop ee a 
that can be said about ‘Peace’ is that it is the absence of war; 
it is a state in which countries live ii 


some, it is life free from fear. To oth 
very controversial word, 


i i r. For 
n peaceful coexistence with each ied te 
ers, it is a state of inner serenity . . . Pea 


erlaps but many distinctions. In ie 
n, “War Studies’) is easier to ak 
are easily seen criteria that can generally be ot eae 
constitute the minimum conditions for intelligible application o at 
term to a particular phenomenon, though there might be difference 


‘War’, for 
interpretation at the Periphery (as in the case of the Falklands ‘War’, 
example). We can readily s 


might be said to be in exi 
involve, at least, the use of 
desired end, Similarly, 
only to the relations o 

e characterised in 


Bative: ‘p’ as not-q’ cannot be said to tell z 
P’ and the ways in which it can ae 
isfaction may be felt with re 

f illness’ or ‘Freedom’ as ‘t 
absence of co 


kind. If this is 


nstraint’: al] are, 


ion? The 
les is no more than a negation? 


: “freedom from...’ and e 
hings as ‘war’, ‘strife’, ‘discord > 
ll its characterisations of ‘peace A 
eling that ‘health’ amounts to any 
there is considerable regard for Ti 
> Not-conflict’ or ‘non-oppression’ does 1 
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ad : F r r 
oe = to the ‘peace’ that is represented widely as a desirable terminus ad 
1 m ri statesmanlike endeavour and practical politics. A recent report 

a Peace Education Conference in New Zealand suggests a more 
Positive account of ‘peace’: 


it begins with the fostering of self-esteem or personal wellbeing in the individual, 


whether child or adult, and extends to 
© respect for the rights of others 

mutual trust 

the pursuit of justice 

co-operative decision-making 

creative resolution of conflict wit 

world.’ 


r These kinds of aim seem to fit in well with 
oo suggested by the SOED — as whatever produces ‘a state of 
Ean cA tranquillity and repose’, Or what some people have called the 

of ‘conviviality’. The aims also fit in well with a characterisation 


i the ‘positive’ side of Peace Studies by the Professor of Peace Studies at 
radford, James O’Connell. 
ents, one positive and one 


T ia 

= theme of peace... contains two basic elem 

th Bative: willing co-operation among persons for social and personal goals and 
€ absence of violence (in the shape of direct physical, psychological or moral 


y lece] <.. in the case of medicine, health provides a positive focus and disease 
foci e focus; and this double focus is analogous to the positive and negative 
at positive and negative peace provide to their subject. 
here is a possibility of characterising the 
beyond the privative aspect of the 
o the desiderata of a spirit of 
s and states, to enable them 
ce to the welfare of all, 


hin individuals, communities and the 


one of the definitions of 


eee words, I suggest t 
Dae È peace’ in a way that goes 
ee absence of conflict. This relates to t 

peration among individuals, communitie 


to bri ape f 5 5 
Pet off joint aims and projects that will condu 
ance and secure individual freedom and autonomy, and create and 


ae an atmosphere of mutual toleration and regard. All these will 
ake it possible for both individuals and states to work out patterns of 
Preferred life-options for themselves, without any sense of threat or fear 
ot constraint being felt. To this extent, and in this way, the aim of ‘Peace 
tudies’ is not all that different from the aim of some programmes of 
Health Education to promote the kind of ‘health’ described by the WHO 
as involving ‘a positive state of physical and mental wellbeing’. 
th here is more to the positive aspect of ‘peace’ than that, however, and 
€ reference to the ideal of an increase in personal autonomy that peace 
makes possible gives us a further clue. One version of the principle of 
teedom’ is not to make it an end of ethical endeavour and social policy 
ut a beginning, a presupposition of any kind of moral discourse. Thus, 
aa say, moral deliberation about right action starts from the premise 
uman beings are presumed to be free agents, until good reason can 
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be given for laying constraints on them. Similarly, with the principle of 
justice and fairness contained in the idea of ‘equality’, we can say that 
human beings act upon the Presumption of their equality until relevant 
and socially operative reasons can be given for making exceptions in their 
case and treating them differently — the onus of justification for doing so 
always resting upon those Proposing to make the discrimination or 
impose the constraint. 

It is just so with the concept of the prime principles of all moral 
discourse, that human beings will not have any purposes or projects of 
theirs disrupted by violence, aggression or conflict — with the correlative 
requirement that those who wish or Propose to disrupt have the onus of 
accountability and the liability for the consequences. I can only see one 
difference here: there might, on occasion, be good reason — moral reason 
— for interfering with people’s freedom or for treating them differently. 
But for me the analogy ends there. I can see no good reason why anyone 
should Propose, as an act or policy capable of vindication, to impose 
aggression, violence or conflict on another human being. That view 
clearly arises from my own moral and metaphysical preconceptions — 


and no doubt proponents of the idea of a ‘just? war would strongly 
disagree. Here is i 


Ses in ‘Personal and Social Education’, 

Clearly, parties to such a controversy would share much common 
ground and one of their shared Premises might be a regard for some such 
Positive conception of peace as has been adumbrated above. Why should 
this be, if the account of Scruton, Cox and others is correct? Perhaps the 


see’ how terms are actually used by 
erse of discourse: ‘for a large class of 
aning of an expression is to be found in 


I don’t act o 
actually know anyone who is against peace. Try as I might to trawl 
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through my memories of all the people I have ever known, I cannot for the life of 
me find one who is against the notion of living in peace." 


Why then the problem? A major difficulty is that not all people agree 
about the particular aims and projects that will conduce to the welfare of 
all, about what set of constraints they would be willing to accept 
consistent with developing their own preferred pattern of life options, or 
indeed about what individual or national freedom might consist of. What 
debates about peace often come down to is the articulation of notions of 
human being and human flourishing that are radically different. Thus 
discussions about the nature of peace often involve fundamental 
differences in our metaphysics of man and society — of what counts as 
human nature, human welfare, and an acceptable basis of social relations 
for its optimum realisation. This problem is exacerbated when the 
interlocutors in such a debate do not recognise even the most 
tudimentary ideas, concepts or categories required for other parties’ 
ideological commitments and identities to be comprehended, much less 
evaluated or assessed for any potential worth they might have for 


Protagonists in such a discussion. 

A prime focus of research in Peace and Conflict Studies, therefore, 
might be the development of a language appropriate for the investigation 
and elucidation of such fundamental differences as outlined above. That 


may well involve us in an even deeper level of difficulty. If we are 
relativists, we will believe no such language could ever be developed. Or, 
we may hold that there are absolute and unvarying criteria of logic and 
rationality shared and exhibited by all human communication — so that it 
should be possible, in principle, to develop some sort of common logic 
for the elucidation and evaluation of even the most fundamental 
ideological differences as to what counts as human welfare and harm. 

he answer to this further question is far from clears all we can be sure 
about is that those interested in and committed to the attempt to 
understand the nature of peace and conflict are not going to be short of 


work to do. 


Peace Studies as a field of knowledge 


Faced with the plethora of requirements ~ from logic, yeaa 
ethics and metaphysics — and great amount of work to do, academics an 

teachers might be forgiven for throwing up their hands and aes on to 
Problems they see as more immediate, such as maintaining their sea 
Institutions, preserving access to resources Or funding, attracting studen 


numbers, and so on. Two considerations might be advanced ds por vie 
Moves. First, I can think of no problem more demanding of so sae tl a 
the question of how any form of peaceful life can be eate ma 
People, if the institutions about the continued existence of whic! 
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: cond, 
ics are so concerned are to have any kind of future at aoe po 
ae is one that is not, in principle, beyond Sarg een 
O pop iie g E for a cure for cancer or AIDS, for we be ne te = 
Price es j enuity and resources, a cure can and will in Mego 
fo eae argue, with parity of reasoning, that iais i 
ee the cote for concord and amity between oe arene am 
societies, given that problems of conflict EA ae hee 
and elimination of aggression are, in principle, capable a ae ea die? 
All that we need to abandon — though this is still ue E 
requiring the most strenuous efforts of education s ; ee EA 
the myth that human beings are innately’ vio ent pores, ee! 
settling their differences by any other than aggressiv naga E 
self-evidently true that human beings are by natut Faerie 
our differences of view, at er dey 
bout present human forms of so ona 
have come to resolve them. But “et 
ur attempts to secure such shane oe 
our human being status — curiosi Y» 


te 
questions about peace — whether peace can be T 
and, if so, how it can be maintained and secured. In this Ils ‘area 
O’Connell sees an analogy between Peace Studies and what he ca 
studies’ such as Medicine and Human Geography: 


None of them, , . has explained with 
are primarily distinguished by their re. 
words ‘criteria for truth’ ( 
examination of records and 
subjects such as geography, 
knowledge to which the di 


isciplines 
the clarity of Paul Hirst? that pee j 
spective methods of enquiry, or k matics» 
€& experiments in science, logic in mat And that 
artefacts in history) whatever their content. 


ae d as fields ° 
engineering or education are best regarde 
Sciplines contribute , 
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PG Nera napa a ohne site science and mathematics are 
r pts, networks of concepts, methods of 
enquiry and tests for truth. Writers such as Schwab!* or Powell'> have 
added other characteristic features, such as particular content, circumst- 
ances or outcomes aimed at by practitioners in the field — though their 
point is the same. We may think it reasonable to agree that Peace Studies, 
(when measured against such criteria) does not satisfy the requirements 
for ‘disciplinary’ status. What it does provide is a paradigm of what Hirst 
called a ‘field of knowledge’, in which subject practitioners draw upon 
contributions from the various disciplined modes of enquiry to help them 
formulate answers to the particular problems, practical or theoretical, 
upon which they are working. ‘Theoretical’ fields of knowledge, such as 
geography or the study of politics, are primarily concerned to provide 
explanations of phenomena and so to assist us in understanding what 
Is; ‘practical’ fields of knowledge, such as engineering, education or 
medicine, are centred upon the search for solutions to problem situations 
35 thus aim to assist us in our deliberations concerning what ‘ought to 

Here, I believe, we can see at least one 


i of ‘Peace and Conflict Studies’ that 
advanced by Cox and Scruton and others: ‘Peace Studies’ may be defined 


as an ‘area study’ that is both theoretical and practical. “Conflict Studies’ 
helps us to understand and explain the causes and origins of human 
conflict, violence and aggression; ‘Peace Studies’ enables us to use that 
knowledge and understanding and, along with other considerations, to 
attempt to frame answers to the practical question “What ought we to do 
In order to promote the absence of war, conflict and aggression and the 
attainment of amity, concord and mutual trust?’ These two areas of 
en and deliberation provide us with the agenda and curriculum 
d any course of ‘Peace and Conflict Studies’ established in institutions 
He to the prosecution of similar questions relating to the promotion 
uman welfare and the diminution of harm. 


account of the epistemological 
may easily refute the objections 


The peace studies curriculum 


‘ 
rhe th education might offer a useful 
mental z “ney and elimination of al 
iker that militate against the indivi 's 
high] existence to ‘normal’ term (‘normal is, O : oe P 
neh evaluative overtones); and the promotion of the con aie E 
mere en of living that will enable the individual to rise above the level o. 
öder existence and enjoy a life of some quality. The aes 5 to 
and stand deleterious conditions and to conceive and elaborate polcit 
programmes of a positive or therapeutic kind will call on a range of 


analogy. Here the imperatives are 


| those conditions, physical and 
dual’s being able to perpetuate 
f course, a term with 
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', ii de the 
disciplined forms of understanding and enquiry. Ears 
natural and the social sciences; medicine, in many of its a Lae cans ard 
especially epidemiology and pathology; geography — ean i sills t 
climatology; and perhaps above all, ethics. These are exal ae eae Coals 
list is not meant to be exhaustive. But it offers an seai REE 
and range of cognitive skills that might generate a curricu = oa 
Studies’. Given that ‘Peace Studies’ may be properly define a eoi 
study’ or as a practical and theoretical ‘field of knowledge’, ee, 
problem remaining for curriculum planners is to draw VE 
subjects that may be thought sufficient to constitute its aap E enin 

I do not believe that any definitive or exhaustive list can be a unin 
however, for the reason that circumstances alter cases. The epee the 
one institution, where the concern is with global conflicts a Pai 
attempt to achieve peace, friendship and close A rt ee in 
Projects between Nations, would differ in many respects om SA 
another, in which the concern was much more devoted to loca ei 
such as strikes and/or community reconciliation, as for instanci te 
Northern Ireland or South Yorkshire. But I do believe that some tenta 

uidelines may be laid down. ‘ 
Asa cane to discussion, I should like to offer the ae 
subjects as prime candidates for inclusion in a list of issues arg hacia 
together, might make up a curriculum in Peace Studies. As with cles 
at reference to moral considerations and iy 
t, at some stage and in some explicit form; € sail 
ature on such a curriculum. The human and so 


conflict: history, anth 
chology would seem p 


ee: derstanding © 
a Part as, one imagines, must human geography. Some unders 
religion would also se 
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nag aes ne to this area of intellectual activity and educational 
fore er pais o oe and disciplines that would be appropriate 
letoi TEN ane and assist deliberation in the field is as wide as 
Aeneon a hes and means of securing peace are various, 
ibe e ae and complexity of the problems to which we may 
pepe bees s (os ves, as are the patterns of understanding required 
Arron nd elaborate what conditions promote the achievement of 
oe utonomy and what militate against 1t. 
PR agri int slightly different list. For the Bradford School of Peace 
tae = > T entifies five ‘areas of concentration as critical to students’ 
in a structured understanding of the issues of peace: 


ee (the history and analysis of the concept and value of peace and 
oa silos eae especially justice and freedom) . . « work is also done 

ean a methods of social change. 
Bea ae non-nuclear defence (.. . the Si € 
aioe ro the politics, technology, economics and ethics o 
ces s on the problems of proliferation). ; 
as neh etween economically developed and developing countries (Peace, 
ibe coe evelopment form the strands of... research on relations between 
regions) which include the use and allocation 


marketi B 
keting of commodities, the export of technology an 


School concentrates a great part of 
f the nuclear arms 


of energy resources, 
d the sharing and 


sare of skills. 

ni tale TE . . 

ee ustrialised societies (three areas of choice: . . . [the problem of] race/ethnic 

ions in European countries; . . - the problem of industrial/social class 
f arms industries into 


divisi P ii 2 
sions in Britain; the third area is the conversion 0: 


in i 
oe for other purposes). 
egions in conflict (from among 


d 
Basi), the School has chosen to specia 


ich peace has broken 


the many areas in wh 
and and the Middle 


lise in Northern Irel. 


research for a particular 
d and interests. There, the 
d sharply focused, 
sted above in their 


T ‘ 
hese are the areas of teaching and 


depa A 
partment, with a particular backgroun 


Pro p f keu 
blems, topics and issues are more specific an 
lar to the list sugge 


tho; 5 

aes they are nonetheless simi 
SA of reference and disciplinary perspectives. È 

an tee and Cox have a slightly different list of contributory subjects 
< disciplines which, they aver, are necessary to a consideration of the 

oa estions raised in any attempt tO understand the nature and the 
econditions for peace. Their list is as follows: 

Phil r j 

oo and especially ethics, political philosophy and the theory of social 

opie. 

the th and mathematics, and especial 

eory of games; 


oe strategy; 
tory, especially the history of modern Europe and America, 


Worl 4 
d War, and of the Soviet Union and its expansion; 


lly probability theory, decision theory and 


of the Second 
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á ; 30d’s peace; 
Theology, and especially the theory of the just war, natural law and Go 


ison between 
nparison 
i i f the market and the con 
Economics, and especially the theory o 
planned and free economies; 


7 si d of 
i i i 3 cohesion an! 
Sociology, and especially the theories of social conflict, of social 
A 
collective action; 


ies of 
i z the theorie: 
Politics, and especially comparative systems theory, TETEE 
representative government, of mass movements and of totalitaria 


nyself, 
Here there are different emphases to those of akiras ae se 
although there are some areas of overlap too. Here again, : SE astat 
suggested is just as much a function of particular ran P a different 
in the Bradford School of Peace Studies but this time Sette siraresto 
point of view — that of the Institute for European Defence a i 

tudies, rahe 
i The point is that all three suggested curricula are such as can be taug 


ichest level of 
in both schools and colleges and generate research at the highest le 
intellectual ab i 


international appli 


ime they 
interpreting it where necessary. At the same noe to 
the frontiers of human ignorance in the at redict, 
uman understanding and our ability to p 
future. š service 
es of any institution in the sms oh an 
Port. The one difference between soe ay be 
s is that ‘Peace and Conflict Suae ie an 
appropriate as providing a forum for specific courses of teach subject 
research in the latter, while in the former, the way in which such i 
i curriculum is a subject for further ine all 
i for example, that a concern for peace ought to in, tiona 
culum endeavours and indeed the whole institu 


ool, and that 
Provided for it, Or 


and conflict, Ye 
others again w 
which ‘Personal a 


generally, 
It is also tight to 
education auth 


oliticians> 
note, however, that many parents, P 
their eyes, s 


ae this. 
Orities and academics have reservations a fro 
uch courses are Part of a spectrum that exten 
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recommendations about good manners to outright indoctrination, that 
often serves to promote outright political agenda. 


The question of epistemological status 


Few universities or schools, one imagines, would want to see themselves 
described as indoctrinatory. For, whatever the past history of the concept 
may have been, there is no doubt that these days the word ‘indoctri- 
nation’ carries the most injurious pejorative overtones. Any of the 
standard analyses of the term would show why this is so.° Few parents 
would be happy to see their sons or daughters exposed to teachers who 
intended to employ whatever means seemed most efficacious to bring 
about the uncritical acceptance, on the part of their charges, of highly 
contentious or even incorrigible theories and doctrines, in such a way as 
to become unshakeably committed to them as ideologies that then govern 
and shape their lives and which they are also concerned to propagate to 
others so as to secure similar commitment on their part. Parents would 
very soon make their objections known, as the affair of William Tyndale 
Primary School in London between 1975-6 illustrates.'” For their part, 
universities would quickly be brought under the most critical scrutiny 
from external examiners and their funding bodies, possibly even to the 
extent of losing staff or recognition. 
Schools and universities are not in 
Supported by subventions from t i 
tise Set of education, which was once characterised by RS 
Peters as the initiation of the young into the various valued traditions ie 
Critico-creative thought, by means that require voluntariness an 
wittingness on their part and in such a way that their perspectives are 


_ transformed by the cognitive spill-over that their acquisition of pad ee 
of public knowledge brings about in them. It is in respect o eh 
definitions of ‘education’ and <ndoctrination’ that Cox and eee ani 

Marks point the accusing finger at courses of ‘Peace Studies’, in whatever 


institution or form they are taught. Their contention is that the cognitive 
nature of Peace Studies is such that the subject 1s 


the business of indoctrination when 
he public exchequer; their overt 


Not merely . . . often taught in a biased and irresponsible way, but that it could be 
taught in no other way. wa 
in ki ion that the 

This is to make a claim different in kind from the meee hh 
Subject may, as a matter of empirical fact, often be saigi t E 
that could as well be true of subjects like History, Po is ; s 
Sociology and even English Literature. The claim oo oa pa e 
Conceptualisation of the purported epistemologica es E 
matter of and methods appropriate to the teaching o e: e ae 
Cox-and Scruton there is too litde of fact in Iane 19° ; 
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opinion and even prejudice; too little of objective information and too 
much of material that, in the hands of some teachers having particular 
intentions regarding the aims of teaching such a subject, is potentially 
indoctrinatory. 

To such a charge many of the foregoing considerations about the 
cognitive status of Peace and Conflict Studies may be thought IQ 
constitute adequate rebuttal. On some such basis we may, with 


diffidence, support the conclusions of Annabel Laity’s critique of Scruton 
and Cox’s document: 


There is room for a genuine educational discipline in the field of human relations, 
rights and responsibilities, whether we call it peace studies or not. 


It is possible to teach the above-mentioned disciplines without party political 
bias. 


Given that political awareness is a most necessary equipment for those of us 


who live in a democracy we cannot dismiss the discussion of political issues from 
the school curriculum or university. 1? 


This response is not based on contingencies about what might be the 
case in the teaching of Peace and Conflict Studies or in the development 
of curriculum schemes to facilitate it; it is a response that proffers an 
alternative articulation of the concept and epistemology of Peace and 
Conflict Studies, based upon the requirements that can be presupposed 
by the necessary commitment of the future citizen in a democracy to the 


idea and goals of ‘education for democracy’. Such an aim requires just 
that open-mindedness and o 


falsification that is called for in th 
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probabilistic findings of the inductive methods of the natural sciences; 
and that human cognition can be reduced to some basic forms, whether 
these be the Humean distinction of two realms of proposition or the 
Hirstian categorisation of human understanding into seven basic ‘modes 
of understanding’, ‘forms of knowledge’, or whatever. On the ground of 
such epistemic preconceptions, both Cox and Scruton and Laity can 
argue for and against the possibility of coming to clear agreements as to 
the ‘facts’ that would be relevant to work in Peace Studies and of the 
separate exercise of making value judgements of and about them. Indeed 
there are some who might want to go further and claim that the 
possibility of ‘education’ is restricted to the realms of science and 
mathematics only; when one enters debatable fields such as the arts, 
literature, religion, sex and politics, one must take especial care, for all 
such subjects are potentially indoctrinatory. 

It is surprising that such views continue to be held — and used as the 
basis for attacks upon such subjects as Peace Studies — when arguments 
in rebuttal of them have proved so fatally debilitating, for many years. As 
long ago as 1949 Popper?! was pointing out that inductivist accounts of 
the ‘true’ nature of science rested upon a blatant petitio principii; as long 
ago as 1953 Wittgenstein’s Philosophical investigations could be used to 
show that language has very many uses and forms of meaning, certainly 
many more than seven. Similar age can be claimed for arguments that 
Persuasively call into question the validity of the alleged ‘Fact-Value’ 
distinction,2? as also the idea of absolute objectivity and a theory-free 
account of ‘truth’. I do not believe I need multiply examples nor 
amplify the arguments that have been mounted by various critics against 
such views as those of Cox and Scruton and Marks, or versions of them, 
deployed against courses in Peace and Conflict Studies — views that rest 
upon such shaky epistemic foundations. For the interest of those who 
would wish to see those arguments rehearsed in extenso, tellingly 
developed and succinctly summarised, perhaps the most useful account 
for educational purposes might be something like that of Kevin Harris 
— though he too has a case of his own to put forward. Like him and 
Chalmers?5 we may now draw on the work of Popper, Lakatos, Kuhn 
and Feyerabend to maintain, against the empiricist epistemology held by 
those who embrace postulates such as those implicit in the Cox and 
Scruton pamphlet, that observation is theory-dependent; that our 
selection of what is to count as a fact will itself be a function of our values 
and interest; that ‘truth’ has to be defined, if indeed it can be defined at 
all, as a criterion of what is interpersonally and conventionally agreed to 
be ‘warrantably assertible’ in any field of discourses that ronan 
meanings are shifting, polymorphous and elusive; that the cae 
distinguishability of ‘fact’ and ‘value’ may be nothing more than @ 

ib eae ie : derstanding cannot be 
Positivist fiction; that human experience and und th 
reduced to any basic building blocks upon which the whole of the 
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structure of the human cognitive enterprise must necessarily ieee 
and that have to be ‘presupposed’ in all further attempts at sop ed an 
within it. Armed with the counter-arguments that these tenets EE 
we may return to a critique of empiricist foundationalist Te e 
with greater power for their refutation. We may now Gerig 
contentions of such hostile critics as those cited, not merely by ans diy 
them in their own terms (as Laity and others do) but, more gya aM 
by showing that the basis of their criticism is itself, at best, SET 
contentious and, at worst, fatally flawed ab initio. This may even in ANE 
giving up the recourse one might want to have to the otherwise sie a 
curriculum defence offered by Hirst’s theory; for, as a result S Bs 
elenchus of its foundationalism formulated by Walker and Evers, yin 
doubtful whether we should be immune from criticism in ee x 
for Peace Studies as a ‘field of knowledge’ from such a dubious sour F 
for it too exhibits all the axioms and postulates to the falsification 


S a as A aas 3 o much 
which Australian critics of empiricist epistemology have devoted s 
scholarly effort to such persuasive effect. 


Epistemological support for peace studies 
What then is left? Ha 
articulation of the 
enable us to vindi 


; : rt. 
€ may derive other and better arguments in its ii 
Reference to the for instance, enables us to see pa o 
Conflict Studies as a paradigm of science or of philosophy, as a spec this 
critical problem-solving, Those active in teaching and research in ofa 
empt to find solutions to problems 


: F secured! 
hat is Peace, and how can it be ion, 


considerations w. 


Particularly Pressing kind: wl 


li 
en ul 

basis it is then slins pa Picies 
to agree that the need to find p h 


n 
: ace 4 
tion. Schools and courses of Pe ff, 


i parece : of sta 
having Priority in assignment ae 1 
h funding, and the involveme 


oN more 
adly often the case, enjoying "° 
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than the status and role of Cinderella — much less that of the Ugly Sisters, 
in which some modern critics of educational institutions cast them. 

An alternative possibility would come from the arguments of Evers,”” 
already referred to. His refutation of reductionist accounts of knowledge 
as partitioned into basic impermeable sets argues for an epistemic holism, 
in which the whole cognitive repertoire of any individual is related and, 
as it were, integrated into what Quine calls just one ‘web of belief’, giving 
that individual the theory that informs and predisposes all his/her 
attempts to understand reality and cope with its exigencies. On this 
account science and philosophy become, not so much exercises in 
problem-solving, but rather activities of critical reflection, criticism and 
correction of the theory of which one is a bearer — and of comparing that 
theory with others, to test its fecundity and explanatory power. Critical 
theory analysis and comparison in the realm of Peace Studies would then 
enable those engaged in it to re-examine the theories that structure and 
define their own approaches and thus to make whatever adjustments, 
criticisms or corrections seemed to be called for in their attempt to 
articulate and develop a whole network of theoretical understandings to 
be brought to bear on the problems with which they were required to 
deal. This last point is underlined by Walker:?8 he sees such problems as 
Providing the stimulus and the occasion for our theories of the world to 
be brought into play, when questions of human interests and purposes 
arise. For him the pragmatic approach is always to be preferred and the 
test of whether a policy or programme works lies in its functional utility. 
His approach seems to point the way toward a revivification of Deweyan 
Pragmatism; this would offer Peace Studies as a forum in which 
theory-building would have the formulation of policy as its primary 
focus, that would again require a range of cognitive skills and repertoire 
to operate upon its chief problematic. : 

Popperian evolutionary epistemology, Quinean holism, Deweyan 
Pragmatism, all seem to provide the opportunity for the critical appraisal 
of Problems, issues and theories with which the field of investigation 
under the rubric of Peace and Conflict Studies seems to be replete. All of 
them offer teachers and students a collection of material upon which they 
may choose to sharpen both their knowledge and their skills of 
Conceptualisation and categorisation, and constitute what Latakos might 

ave seen as a properly scholarly and progressive research pro- 


gramme’.29 ug 

Part of that programme may involve, at some stage, considering 
Whether the title or nomenclature of the subject ought to be changed. Of 
Course, as Laity intimates,°° there seems to be no reason a priori why we 
should stick to one title rather than another. What is important 1s the 

ind of problems to be studied and the policies developed for their 
Solution; it is this that will give such a subject what Powell insightfully 
calls its ‘flavour’. For him what marks off one scholarly area of 
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investigation from another is its content, the sources it is drawn from, the 
interests and background of those doing research on it, the considera- 
tions that make certain moves decisive in it, the context in which it takes 
place, the ends aimed at and the outcomes observed — all criteria the 
pragmatic quality of which both Walker and Schwab would, one feels, 
strongly approve. Under this rubric any convenient heading will do; 
whether we see teaching and research on these topics, problems and 
issues as coming under ‘human relations, rights and responsibilities’, 
‘personal and social development’, ‘the Humanities Curriculum’, oF 
“Moral Education’, what is important is that the study of those factors 
and conditions conducing to human welfare and minimising human 
harm is, at some stage and in some form or other, an element in the 
construction of such courses as a matter of necessity. ? 
Education is, as Daveney convincingly argues,?! in the last analysis 4 
moral concept; it has to do with the ways in which we choose tO 
institutionalise the child-rearing practices of our various communities 
with the overt intention of preparing them for a life in society that, W€ 
hope, will be better than our own. What we are after, as Mary Warnock 
tellingly noted,>? is a society that, even if it is going to be at several 
removes from our own, will be one in which the knowledge we now han 
on is enhanced and further developed so as to improve the lot of its 
denizens. Peace and Conflict Studies, however we name it and see it, !S 
going to be an indispensable element in courses devoted to that end. 


Assessment in peace and conflict studies 
There is one final problem 


£ : ision 
urriculum time, resource Pon 
g staff required, we still have to elucidate m 
nt as desirable outcomes and progress in pain 
to be opportunity for us to evaluate the ee 
its objectives, so we may inject further mate 

inject furt! 

and prescribe further obj et 


NN Bs 
€ctives to which its students may be helped to 
r 


ace 
na in human relations? 


iG rart 
easy answer, and this is hardly the place t© 3 


upon an elaborate and 


a 
complex enqui f se, chec 
student’ isiti quiry. We may, of course, } 
ts acquisition of factual information aa ability tO ae 
appropriate concepts, c se or 


Pp) í ategori i i Fe 

difficulty in this subject a ies and skills to bear, with as much ding "° 

perhaps more difficul Sin any other. Students’ understanen’? 4 
icult to examine, though here too we may think th? 
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few indicators, such as the ability to explain issues, to use relevant 
terminology with a degree of accuracy, to be able to give some account of 
the economy of the phenomena empathetically and to identify 
sympathetically with the experiences and feelings of others similarly 
exposed to them, would be all that one could reasonably require. 
What might be looked for in any assessment of the success of students’ 
progress in a course of Peace and Conflict education would probably be 
much harder to characterise, let alone specify and define. For here one 
might be seeking evidence of, not merely acquisition of information or 
skills — though they are important enough — but larger-scale and more 
general advances in attitude, values and beliefs, perhaps not without 
some change in the ones students already hold. The problem of 
attitude-change consists as much in endeavouring to bring it about as in 
the assessment of the extent to which attitudes may have changed as a 
result of exposure to educational experiences. 
We may, perhaps, make some tentative suggestions. One way of our 
being able to establish whether peace education programmes had been 
successful might simply consist in our observing and enumerating the 
incidence of occasions of conflict or acts of violence in various sectors 
and at various levels of human society. These might range from a 
decrease in the number of fights in the school playground, through a 
decrease in the number of days lost due to withdrawal of labour, right 
through to a refusal at government level to settle differences over such 
issues as the sovereignty of the Falklands/Malvinas islands by recourse to 
physical means. On the positive side, we might look to the number and 
increased range and diversity of friendships struck or alliances formed, 
and their duration and fecundity in increasing the opportunities of both 
Parties for further co-operation and mutual assistance. We might also 
seek for evidence of such increasing amity and mutual regard as we can 
See in the public behaviour of some individuals (whether children or 
international statesmen) and groups (whether sports teams or the nations 
themselves). Perhaps the most impressive criterion of achievement of that 
kind would be our awareness of the extent to which the concept of 
nationhood and of sovereignty might increasingly give way to acceptance 
of the need for us all to become sensitive and responsive to the 


imperatives of our global interdependence. 
The concept of national sovereignty, We hear, 


e of the planet we need to bec 
patriotic towards our 


d politically loyal to a 


is outmoded. For the ecological warfar' ome 
terrestrial people, to use Teilhard de Chardin’s phrase, 
geographical homelands and cultures, but emotionally an 
world society.33 
Evidence of that could be found in our commitment to the work of 
such bodies with global concern, as WHO, UNESCO and, of course, 
UNO itself. On such a criterion the absence by choice of some countries 
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ed as 
from the councils of these and similar bodies must be regarded 

i f failure. : arok 
De may serve as minimal benchmarks E w ee 
and progress in peace education courses might be assess ne KAE 
the more thorny questions of our being able to Eae ae eam 
advances and changes that those charged with the fram E ete 
courses might aim to bring about in their students — ee (pace 
disposition and creative imagination, all aspects of what we Ce eas 
Ryle**) call our students’ ‘inner forum ? Here we is EE 
problems: not merely those of being able to identify and cha onl 
disposition, emotions and powers upon which we wish wee oie ea 
activities to be directed; but also the fundamental one of engan i 
know or understand other people’s minds at all. Some age “ofal 
Wilson, with his delineation of the various components E 
understanding and action,’ won a degree of interest and ye chet it 
from many teachers and academics concerned with questions © a might 
might mean morally to educate our young and by what means tines 
attempt to do so most Promisingly. But he himself always ma ding © 
that what was needed was a much more sophisticated dasta 5 
the incredible complexity of moral thinking and conduct and this, 
him, clearly pointed to the need for more research. 


Concluding remarks 


tive 
That is perhaps the point at which I should bring these ree best 
reflections to a close, even if only a temporary one. For enough = have 
said, I believe, to establish the idea that Peace and Conflict ans ‘or 
legitimate claim to the kind of epistemological status that can 0 


jon 
a ; ieee: ucatio 
them a position on the curriculum in institutions devoted to ed 
and to high standards of scholarly enquiry and achievement. 
All that is needed 


as 
Now is for me to make some concluding remarks of 
to the implications of all this for the work of teachers in schools an a 
academics and research workers in universities and other institution 
higher education, lleges I 
For teachers and those Planning the curricula of schools and colleg 
believe that the foll 


ce 
é ; ; eptan 
Owing requirements might result from an accep 

on their part of th 


e case advanced above: 
1 the insertion into the curri 


i no’. Education for 
nternational Understanding’, 
in 


: rious 
ternational security’ have been Me ght 
suggested, and all have their Proponents. Perhaps a beginning m 
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made by addressing such topics in courses on ‘Personal and Social 
Education’ that are now widespread. 

2 the choice of content and the range of matters to be tackled in such 
courses must be settled by teachers, in consultation with all the various 
interested parties — parents, LEA advisers and inspectors, other profes- 
sionals in the education and social welfare services, and so on. Such 
discussions, if students are working at more senior levels in the schools, 
should not exclude the students themselves. Suggestions as to a range of 
suitable topics and issues may be seen in the specimen curricula set out on 
pp 133-36 above. It is in the nature of such courses that there will be 
constant dynamic change, as the examples of conflict and the various 
ways in which people, either individually or in groups, move towards its 
control and elimination, wherever and in whatever form it occurs, 
whether this be at the local or the international level, the individual or the 
global. A study of the problems tackled by the Marriage Guidance 
Counsellor could be quite as efficacious in giving students the kind of 
understanding that is sought in these studies, as would be one of the 
work of international relief and diplomatic arbitration and mediation 


agencies. 
3 the teaching methods adopted will be, e 
to succeed if they are predicated upon the confrontational or the heavily 


authoritarian model still favoured by some teachers in this area. Much 
more likely to secure student progress will be those methods and 
approaches that are predicated upon negotiation, co-operation and 
mutual regard, that the work of some social psychologists suggests are 
most effective in preparing students for active commitment to, and 
Participation in, the democratic form of social interaction and political 
arrangement. Clearly much thought will need to be given to working out 
and adopting an appropriate teaching style in this area of the curriculum. 
4 the need to define the subjects elsewhere in the curriculum on which 
the teacher of Peace and Conflict Studies will want to draw. This will 
require the teacher not only to engage in some fundamental thinking as 
to the various kinds of contribution that the other subjects on the 
timetable can make to his/her own work, but also to negotiate with the 
teachers of those subjects ways in which he/she can work with them, 

raw upon their expertise and resources and perhaps even secure their 


agreement to working in what will be essentially a team endeavour = 
constraints that this will cause. 


with all the professional problems and ald | 
the speech of the Secretary of State, Sit Keith Joseph, at Sheffie of 
January 1984, and the imperatives of new methods and schemes D 
assessment and evaluation will require the teacher of Peace and Con a 
Studies to work out, or begin to work out, ways in which the work an 
Progress of students attending his/her courses in this area gn k 
monitored and assessed. As a first necessity, the aims will need to be 
Specified as clearly and precisely as possible, as well as the subordinate or 


one imagines, much less likely 
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i ion can 
intermediary objectives, re es do wc Re Ae F 
i veloped and deployed. It w: t a 
vee a a Ratna to work out such schemes, arl PE RTA wy 
heavily upon the work of the most up-to-date fin es eel 
those active in the academic fields of assessment an ate eral sew 
also require patience, for it may well be that the outcome ak 
be such as will only emerge at a considerable remove 
actually undertaken in the school and classroom. Weer 
These seem to me to be the minimum set of considerations bie 4 
those interested in and committed to teaching this subject in our a his 
will have to attend. There may well be others and Anason san 
matter will perhaps start to be promoted in formal and informa g T 
organised by LEAs and their Advisory services, public R ar in 
polytechnics, and university schools and departments of educ 


h courses 
single sessions, or on award- or non-award-bearing short or long 
devised for such ends. 


h 3 7 . demics 
This last will bear immediately obvious consequences for aca 
and researchers in the vario 


us kinds of institution referred to. ee 
and advisory teachers, lecturers and research workers may well ie 
there to be a need and the possibility of a growing point for both teac ae 
and research in the Provision of courses and conferences in 
important area of the 


. f i such 
developing curriculum. Not only yu Ba 
colleagues need to devote time and energy to working out and put 


such courses and conferences; they will also have to Dragana 
expenditure of time, energy and resources on some of the dif ja 
problems of theory and Practice that the development and Sna A 
this area of curriculum advance portends — amongst them those pro = 
in the philosophy of mind and in methodology of evaluation a 
assessment that I have briefly adumbrated above. 


Se arses : rities, 
All this will, in its turn, require further support from local autho 
communities and government, 


policies and the Provision of res 
level of funding for teaching a 
important to support these 

Ae a to be 
tolerance, understanding, interest, sympathy and willingness 
involved that the full range 


call forth from them, Few w 
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Chapter 10 


The nuclear issue in the curriculum 
and the classroom 


JJ Wellington 


peeked s chapter is to consider how the issues and arguments 
elided ne oth nuclear weapons and nuclear energy can best be 
pt in the school curriculum and approached in the classroom. The 
bc hit nature of the nuclear issue 1s examined, leading on to a 
eaten of the content and the approach which are best suited to an 
me 2 and acceptable treatment of this complex area. Some fairly 

and specific ideas on both classroom strategies and teaching 


re : S 
fee are put forward. Finally, the idea that is perhaps central to this 
per is discussed: that a full and balanced coverage of the nuclear issue, 
ue, can only be achieved by literally 


me any controversial issue, ; rieved by Ii 

een k & our view of the school curriculum. Philosophical discussion has 

practi Ne deliberately brief to allow more space and emphasis to the 

eali ca problems of including the nuclear issue 1n the curriculum and 
ng with it adequately in the classroom. 


Is P ; 
the nuclear issue a controversial one? 
ggested, the problem of 


As tke, 
the introductory chapter to this book su 
ter of controversy. The 


Š ini : . . . 
citar a controversial issue is itself a mat 
į Slon to label the nuclear issue a ‘controversial’ one may be seen as 


ae Problematic or indeed blatantly politically biased. For some, the 
isai of writing about or discussing the nuclear issue, Or Worse om 
partic 8 t in the school curriculum, is seen as a clear indication of a 
tisan stance. 
issue twin aim in this section, therefore, is to suggest why the nuclear 
induse os deed a controversial one, and furthermore to justify its 
eae the school curriculum. Cae 
tking definition was suggested earlier in the book. A contr 
e ue must: 
1 
ee value judgements so that the issue cannot be settled by facts, 
nce or experiment alone; 


sial $ 
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© be considered important by an appreciable number of people. 

The nuclear question, including both nuclear weapons and nuclear 
energy, surely qualifies on both counts. Many of the issues involved are 
considered to be of the utmost importance by a variety of people: 
politicians, industrialists, citizens of all kinds, parents and pupils. That 
can hardly be denied. Although opinions necessarily vary, such issues as 
the transport and storage of nuclear waste, the siting of Cruise missiles, 
the discharge of radioactive material, the purchase of Trident and the 
future of the nuclear industry are seen as vital by people with a range of 
political persuasions and scientific backgrounds. Moreover, these issues 
cannot be settled by factual or scientific means alone. There is no 
correlation between level of science education and viewpoint on the 
nuclear issue. Distinguished professors of physics, from Edward Teller to 
Martin Ryle, have differed in their stance on the nuclear issue throughout 
its 40-year history, and they will continue to do so. None of the 
contentious questions involved in the nuclear issue will ever be settled by 
scientific experiment alone. 

Thus the debate on the future of nuclear energy and weapons must be a 
controversial issue according to the two criteria suggested above. There 
remains the problem of justifying its inclusion in the school curriculum. I 
Suggest that this can be done on two grounds, both of which will be 
elaborated upon throughout the article. The first is based on the content 
involved, the second on process, Let us take content first. Despite the fact 
that the nuclear issue is a major concern for many children and adults (a 
Point discussed later), our education system does not, and has not, 
Prepared people to make informed and rational judgements in this 
complex field, Ignorance abounds. The Bishop of Salisbury has sug- 


gested, in a valuable discussion on ‘education for nuclear matters’, that 
Science education has been Particularly at fault: 


Proper grounding in science. And 
n they have had often has not equipped them to 
diation’ or ‘radio-activity’,! 


One of my aims in this 
t of 


what scientific educatio: 
understand terms like ‘ra 


troversial issues), That al is sufficient 
: 3 : - one is suffic! 
justification for includi © as complex as the nuclear issue in the 


to distinguish truth from nda, to 
f : À propaganda, 
weigh up evidence, to detect bias, to examine the origins of written 
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material, and most of all to explore the sources of people’s own 
a a and views can all be enhanced by tackling the nuclear issue. 
he development of those abilities will, however, depend on the 


approach or pedagogy of the teacher. 


Dealing with the nuclear issue: a balanced approach 


The skills of listening, communication, examining evidence and working 
in groups can all be developed in dealing with the nuclear issue. Whether 
or not these skills are developed depends totally on the style and 
approach of the teacher. The Humanities Curriculum Project (HCP) 
gives firm and useful guidelines on pedagogy for the nuclear issue. 

1 Teachers should not use their authority as teachers as a platform for 


Promoting their own views. 
2 The mode of enquiry in controversial areas should have discussion 


rather than instruction as its core. 
3 Discussion should protect divergence of view among participants. 
4 The teacher as chairperson of a discussion should have responsibility 


for quality and standards in learning.” 
are embodied in the notion of 


These suggestions, or rather premises, 
Procedural neutrality central to the HCP, ie that the teacher should act as 


an impartial chairperson in any controversial discussion by treating all 
Opinions equally and consistently, and not expressing his or her own 


viewpoint, 

The other strand to neutrality 
found in Stenhouse. 
The basic classroom pattern should be one of discussion. Instruction inevitably 
implies that the teacher cannot maintain a neutral position.? 

bi my view, however, this principle cannot fully be maintained when 
dealing with the nuclear issue. In many cases the provision of 
information, and even direct instruction, is central to an adequate 
treatment of the nuclear debate. I do not pretend that information a 
instruction are always value free, since so many ‘facts’ come from either 
One ‘side’ or the other, but an informed value judgement 1s surely a more 
Worthwhile educational aim than is a value judgement, gut wees 3 
intuition, The aim of nuclear education is to equip pupils to make suc 
Informed evaluations.’ Ignorance may be bliss but it 1s anathema in 
education, ; — 
eee Objections to ‘neutrality’ as a teaching principle have nis 
t 'sed. First, one small but potentially confusing point in the ae 

€ ambiguity of the word ‘neutral’. In the nuclear issue, to ta jes 
= Sition of neutrality is itself a positive decision, Saige nee a 

“Wpoint. Indeed the concept of ‘neutrality for Britain’ in r 


(expressed in point 2 above) is also 
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nuclear weapons is usually associated with so-called enp sey al 
Hence the danger of a ‘neutral’ label attached to the classro 
i ith the nuclear issue. 
ge classroom discussion, teachers frequently encounter 
lems: o , 

m is often not a ‘divergence of view among participants’, or at 
least an equally-distributed divergence. a 
2 Several viewpoints, some of them extremely important, are 
expressed at all, eg the idea of minimum deterrence. = 
Is the teacher then under an obligation to present these viewpoints F 
second case) or perhaps to support the minority viewpoint more aac 
than others? Such an attempt by the teacher, to play devil’s a ‘hones 
may be necessary in maintaining balance ina discussion. Does > os 
contrary to the principle of neutrality? Which is of overriding imp 
ance: balance or neutrality? es i 

On a practical level, teachers have complained that it is kopoi K 
maintain neutrality and impartiality. This may appear to be the e 2: 
the teachers themselves. Perhaps more fundamentally, some teac al 
have felt guilty of moral dishonesty in adopting neutral, a 
viewpoints on issues which they see as fundamental to the world s SE 

The above objections of moral dishonesty, practical difficulty an Fa 
need for factual information make the concept of ‘procedural neutra sA 
hard to realise in nuclear education. Perhaps a more attainable goal Te 
teaching approach is the idea of balance. This can be expresse 
follows: l 7 
1 All viewpoints should be expressed in the discussion (even if they a 


a e 
not held by all participants) with equal force and fairness, and should b 
given equal time and space. 


2 The necessary scientific principles (but not highly technical details) 
for understanding the nuclear issues sk 


hould be explained and presente 
in a form which all can understand, be 
3 Arguments, information and opinion from all sides should 
Presented as ‘evidence’ in the discussion. st 
This may be as hard to aspire to as the principle of neutrality, but at Lan 
the notion of balance provides a measurable aim in considering conte 
in nuclear education. Practical considerations of how this notion © 


: : ic 
balance can become reality form the theme of the next sections wh 
consider content, classroom ideas and teaching resources. 


The question of content, level and age range 
Content and ignorance 


It may be argued that the choic 


. , : less 
€ of content in the nuclear issue is far 
important than process 


5 es 
» ie the development of skills and approach 
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which can be used in examining any controversial issue. But there cannot 
be process without content, and vice versa. To parody a well-known 
Passage from the German philosopher Kant: 


‘Process without content is blind’ 
Content without process is empty’.> 


An additional, and more practical reason for including an appreciable 
amount of content in nuclear education is the level of ignorance among 
Pupils and adults as revealed by various studies. Barbara Tizard® reports 
Some of these studies (at home and abroad) which show how ill-informed 
People are. For example, in one British study, only 58% of 15—18-year- 
olds questioned knew that nuclear weapons were used in World War II. 
Only half the sample knew that Polaris was a weapon system of some 
ind. My own discussions and experience with both pupils and adults in 
the last ten years point to even greater ignorance and misunderstanding 
of scientific principles. I do not suggest that every citizen needs to know 
he internal structural details of the nucleus in order to make an informed 
Judgement on the nuclear issue, but many adults and school pupils 
believe (falsely) that a nuclear reactor could explode like an atomic bomb 
1t an accident occurred. Others believe that so-called ‘alternative’ sources 
Ot energy could be simply substituted for fossil fuel and nuclear electricity 
gation if only the political will was there. From the other angle, an 
Ormed analysis, using scientific principles, of America’s so-called ‘Star 
ars’ Programme or Strategic Defence Initiative would show that its 
alig of providing foolproof defence and making nuclear missiles 
Solete must be close to zero. 
Big these reasons I believe that the history and facts, including a few 
= ag Principles, should be covered in a balanced nuclear 
and Hie The arguments used and presented in newspapers, magazines 
educari television should also form part of the content of ange 
one The various viewpoints between the two = = 
tee and unilateral disarmament can be presented as evidence for 


= MY view, then, the relevant history, facts and arguments could form 

skills aent of nuclear education as a vehicle for developing worthwhile 
8. : j 

€ questions of to whom this content should be presented, and at 


at o 
age and level, are perhaps more difficult to answer. 


Level and a 


An of 
t- . 
the belier ea statement of Jerome Bruner is commonly used to support 


that many complex ideas can be introduced to younger children 


8e range 


“any subi 
Stage of ubject can be taught effectively in some intellectually honest form at any 
evelopment.’ 


is Ma i 
Y be true of subjects with cognitive content only, but does it 
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apply to controversial issues, which often involve a complex web of 
intellect, emotions and attitudes? Would it be appropriate, for example, 
to introduce ten-year-olds to the horrific effects of a nuclear explosion? 
They may be capable of grasping certain relevant intellectual ideas, 
including in my view the principle of nuclear fission, but should they be 
exposed to the feelings of horror, anxiety, helplessness and awe which 
nuclear education might generate? 

These worries are lucidly discussed by Tizard.” She suggests that 
10-12-year-olds are often more anxious about nuclear war than are 
adolescents, yet they are less well informed and hardly aware of the 
complex political issues involved. The question of suitable level and age 
range in nuclear education needs far more study and research by 
practising classroom teachers.!° At what age are children capable of 
handling and discussing controversial issues in a constructive and 
beneficial way? 

The question of appropriate age range for considering the nuclear issue 


is unanswered, and needs delicate and tactful investigation. Tizard sums 
up this problem by saying 


Anecdotal information suggests that very young children may have bizarre and 
confused conceptions about nuclear war. The question of what kind of nuclear 
education is possible for young children, which will both protect them from 


experiencing too much fear, and yet take account of their interests and anxieties, 
requires further discussion.!! 


Attitudes and emotions 


The problem and place of attitudes and emotions in the nuclear issue is of 
central concern in discussing classroom approaches. No solutions are 
offered here, but I would like to make three points which are relevant tO 
teaching and learning: 


° the use of concern and emotion as a justification, or source of 
motivation, for dealing with the nuclear issue; 


e the idea of ‘useful’ and ‘useless’ or ‘constructive’ and ‘negative’ 

emotions; 

© the mysterious relationship between knowledge and attitudes. 

First, the fact that children are concerned and anxious about the threat 
of nuclear war is often used as a justification for the inclusion of nuclea! 
education in the school curriculum. This is probably acceptable as on® 
strand of justification (together with the others discussed above) bu! 
should not be overestimated. Many children are either unconcerne 
about the nuclear issue or, perhaps more accurately, prefer not to think, 
read or talk about it. This may be considered an ostrich-like approac 
but in fairness to such children it is probably closer to being a safety a 
defence mechanism. The complexity of this attitude, as it Wer 
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shutting-off emotion, is a major factor in considering one’s teaching 
approach to the nuclear issue. 

It may be the case that the arousal of emotion, for example, by using 
horrific visual aids or video material, is counter-productive. Stradling 
discusses the advantages of a low-key approach by quoting from a 
ee pupil after a session by some peace activists at the pupil’s 
school: 


They are very brave to do what they did. They believe in it but I think that might 
put people off. It’s like assembly where you don’t listen just because you know 
the people believe in it strongly.” 


The dangers of ‘overkill’ in nuclear education may therefore be as great 
as those of an inadequate, a superficial, or a low-key factual approach. 
There is also the danger that nuclear education may arouse numbing or 
‘negative’ emotions in school pupils or adults. Feelings of anxiety, 
apathy, helplessness or hopelessness may all result from the wrong 
approach. Tizard discusses this danger and the emotional defence 
mechanisms which people employ in relation to the nuclear issue 


It is not at all clear that increasing their anxiety will stimulate thought, or change 
their attitudes, although this may occur in some cases. Beyond a certain level, 
anxiety overwhelms the capacity to think. But people’s anxiety rarely remains at 
this level, if only because it is a very unpleasant emotion.' 


The third complex relationship which must be a major factor in 
dealing with any controversial issue is the unknown connection between 
Nowledge and attitude. Does the provision of information affect 
People’s attitude to an issue? It has been suggested, for example, that 
giving facts and information about nuclear weapons merely reinforces an 
existing view and, worse still, creates greater polarisation within a group. 
1s contention needs further classroom, teacher-based research. Health 
education about the effects of smoking, as Tizard points out, often 
Consists of providing information and arousing anxiety. Has ‘smoking 
education’ affected adolescents’ attitudes on this issue? Cynics may argue 
that even including it in the school curriculum is likely to have negative 
results, 
hip between knowledge, atti- 


The intricate and unexplored relations r e i 
lear education, particularly in 


ra and emotions is a key factor in nuc sane hs 

in amining teaching approach. There are so many other, se p ; ai 

iss ences on pupils and adults which affect their attitudes to the nuc ea 
ae that the part of nuclear education should not be overestimate ; 

aaps the best that can be hoped for is that pupils make informed she 

So Sah iis based on a balanced presentation of the history, rece 

Or ments, as opposed to biased assertions based on ignorance, pre] 
Catchy slogans. 
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Ideas for the classroom 


Up to this point, the problems of approaching the nuclear issue in the 
classroom have been considered at a fairly general level, by aeconnaiie 
the questions of process, content and the prior attitudes and emotions o 
pupils. This section and the one which follows suggest specific eae 
approaches, first by considering a range of classroom ideas, and then y 
discussing the use and evaluation of the teaching resources available to 
schools. All the ideas discussed are intended to incorporate the threefold 
notion of ‘balance’ suggested above. 

Simply asking (or expecting) pupils to read material on the nuclear 
issue, and then perhaps to discuss it, may not be appropriate for many 
classes in comprehensive schools. More active learning and involvement 


is often needed. The following classroom activities can be used as 
alternatives to ‘read and discuss’: 


© brainstorming 

examining photographic and other illustrative material 
role play and simulation 

pupils interviewing each other 

questionnaires, eg on knowledge or attitudes 


full debate with speakers and chairperson 
active reading for learning 


learning through writing 
These possibilities are discussed briefly below. 


Brainstorming 


8 off open thinking on a new topic, is the 
is likely to work best with a small group. 
joyable way of gathering people’s ideas, 
bout almost any topic. For a teacher it 1$ 
illuminating before any discussion Or 
cor idea is chosen, for example the atom; 
ruise missiles; nuclear weapons; disarma- 
bomb or any other subject chosen by the 
s of the group are then asked to say aloud 
or feelings which come into their heads in 


> 
the process gathers speed. The central topic can be written in the centre 


of the board or chart, and ideas gradually written down and perhaps 
linked to form a sort of web. After the brainstorming session the web o” 
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chart can be studied and discussed. Which ideas come up most often? 
Which feelings are most obvious? 

An open, non-evaluative session of this kind can form an excellent 
Starting point 

© interest and awareness are aroused; 

© the teacher is provided with useful information on the views and 

prior knowledge of the pupils; 

© people learn the attitudes and impressions of others in an enjoyable 

and non-argumentative way. 
_ With a larger or less manageable group, pen and paper can be given to 
individuals. Each person is asked to write down the first three words or 
ideas that come into his or her mind in response to a given word. This can 
be done individually or in small groups. The responses can then be 
collected and made into a large chart for display. 

Brainstorming is not a new idea. It may not work well for every teacher 
with all classes but it can be a good way of making an unbiased, 
Open-minded start to a topic, or to the nuclear issue generally. 


Interviews and questionnaires 


Another way of arousing interest is to ask members of a group to 
Interview each other, either in small groups or in pairs. The interview 
Could be about each others’ views, opinions and attitudes, about their 
anxieties or worries, or even about their existing knowledge on different 
Subjects. Results should remain anonymous, and they may prove as 
interesting to the teacher as to the group members themselves. These 
results could also be collected and displayed. Teachers may wish to 
devise their own interviews to suit particular classes, or better still, ask 
the Pupils to make up their own interviews to try out on the others. 
A Similar way of ‘raising consciousness’ is to use a questionnaire. 
Again, this could explore 
© attitudes and opinions; 
$ worries and anxieties; 
existing knowledge. ; 
€ questionnaire could be given to each individual in the class, and the 
results then be collated to form a sort of class profile, perhaps using a 
ar-chart (histogram) or a pie-chart to show people’s opinions and 
attitudes Visually (a simple computer database is ideal for collating and 
'splaying results). 


Examin; P apes : 
Xamining and using pictorial material 


Pi ? f : 
eotographs, clear illustrations, projected slides or overhead projector 


Be Msparencies can all be used as alternatives to written material for 
parce discussion and presenting evidence. Old photographs, news- 
Per cartoons or modern pictures can be very useful stimulus material. 
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To start a discussion a teacher could: 

© invite general comments from anyone in the group; ve 
e focus on particular aspects of the picture, eg the people an the : 
expressions, the likely time when (say) a photograph was taken, size 

and scale etc; 


e ask for impressions and associations which the picture conjures up 
(rather like brainstorming); ae 
© invite speculation on why the picture was taken, what point it is 
trying to make, why a cartoon was drawn etc; : . 
@ if people are shown, discuss what individuals might be saying or 
thinking. 
Similar ien can be used to start off written work. Pupils might be asked 
to write down three words or ideas which the picture brings to mind. p 
they could write down what the characters in a picture might be SEA E 
perhaps in a comic-strip type of balloon. Their suggested speeches cou 
be compared and talked about. ; i 
These and other ploys can all be valuable starting points in using 
pictorial material. Figure 1 shows a summary of these ideas, taken from 
Learning to Teach Through Discussion.'* This booklet contains a wealt 
of valuable ideas for teachers on handling small-group discussions, 
examining evidence and dealing with controversial issues. 


Role play and simulation 


A great deal of excellent work has been published on the use of gamen, 
role-plays and simulations in teaching which cannot be summarise! 
here.'* The nuclear issue is ideally suited to the use of role play and 
simulation — actual classroom practice will depend on the style, 


inventiveness and imagination of the teacher. Two suggestions are given 
below: 


1 Multilateral disarmament 
are asked to ‘take sides’ 
missiles and weapons whi 
tions, for example, 


negotiations, eg the Geneva Talks. Pupils 
in the talks. After studying the facts on the 
ch each side possesses, they simulate negotia- 
over reducing the number of land-based missiles on 
each side. Each side discusses this in groups before making an ‘offer’ to 
the other side. Bargaining chips could be used and presented in the 
negotiations. Different parts of the nuclear arsenals (eg land and 
sea-based weapons or Strategic, theatre and tactical weapons) could be 
compared and used in bargaining. 3 
A simulation of this kind could be a whole-class activity or, better still, 
conducted in small groups (of, say, eight people). The different groups 
could compare Progress at the end of the session. Details an 
organisation would obviously depend on the class teacher and the nature 


of the group. However, a simulation of this general nature coul 
highlight two important areas: 
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Figure 1 Using pictorial material as a stimulus 


ihn i ae 


Some ideas to try out: 


1 In discussion 


a Ask for general comments z 

b Focus upon a particular aspect — actions, facial expressions, position of 
objects or people 

g Pupils may imagine what individuals are saying or thinking 

d If this picture were the first in a series of two or three, what would be in 
the next pictures? . 

k Two (or an appropriate number of pupils) may pretent to be a person in 
the picture and carry on a conversation 

f Pupils may be asked to use one word to put across what ‘feeling’ the 
picture tries to transmit , 

8 Pupils may speculate on the photographer's intentions or motives 


2 Written work 


j Before discussion pupils may write words, randomly, which the picture 
brings to mind. 

b Choose one character, or let pupils choose, and ask for comments about 
their thoughts. 

c Ask pupils to imagine a comic-strip balloon from the mouth(s) of one or 
more characters and write in it what they are saying. ; 

d Ask pupils to decide which person in the picture they would like to be 


and to say why. 


© the wide range of weaponry (size, position and strategy) possessed 

© as a result of this, the tremendous difficulties faced by talks of this 

kind, and therefore multilateral disarmament in general, eg problems 

of comparison, verification and mistrust. 
2 The decision to drop the Hiroshima bomb. A similar group 
discussion, with different sides representing different viewpoints, could 
be based on the 1945 decision to use the Hiroshima bomb. How should it 
have been used — as a demonstration on a remote Pacific island, or by 

Topping it on a city without warning? What dilemmas did the 

decision-makers face? Would the bomb have been used if Japan had had 
its own atomic weapon? The following groups could be represented: 

è the politicians, eg President Truman; 

© the military men, eg General Groves; 

© the atomic scientists, eg Robert Oppenheimer, Leo Szilard. 
Outcomes which different groups could argue for — and against — are as 
follows: 


è a bomb dropped on a city without warning 
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© a bomb dropped on a city after a warning 

© a warning demonstration of the bomb, arranged in a remote area 

© simply telling the enemy of its existence. E 
Such a simulation would highlight the complexity of the decision by 
encouraging group members to study the important factors, for example, 
the previous heavy American losses; the huge investment in making the 
first bomb; the supposed fanaticism of the Japanese generals; the 


consciences and guilt feelings of certain scientists; the sheer momentum 
of the Manhattan Project and so on. 


Other ideas for the classroom 


Three further activities based on the nuclear issue are described below: 


1 Looking at language 


A specific activity, which may well stimulate wider reading is to look at 
the language used in discussing the nuclear issue. Particular words can be 
studied. For example, it is thought-provoking to list the names given to 
nuclear missiles: Cruise, Trident, Titan, Lance and Minuteman. How do 
these compare with less attractive labels such as SS-4, SS-5 or SS-20? Is 
there any purpose behind such carefully-chosen names? How do these 
names compare with those used by the car industry: Cavalier, Sierra, 
Jaguar, Fiesta, Panda? What images do different naming words conjure 
up? The car industry uses names to suggest comfort, masculinity, speed, 


or relaxation, How important are names and their images in the nuclear 
issue? 


The words used by different sides to describe their opponents in the 
nuclear debate are also worth stud 


ying. The language used in the nuclear 
debate is interesting both for its emotive content and for the images and 
connotations it carries. 


2 The statements game 


One way of getting pupils to write and then discuss is to ask them to 
make short written statements on a small card. Initially, these could be 
statements on any aspect of the nuclear issue, such as 

@ ‘I wish nuclear weapons had never been invented.’ 


© ‘Britain should get rid of its nuclear weapons.’ 

© > i 
e ‘Without our own nuclear weapons Russia would invade this 
country.’ 


and so on. After the statements have been written on separate cards, 
various activities could follow with the class: 

1 The statements could be either passed around or exhibited for the 
others to read. 

2 Each statement could be numbered and individuals asked to write 
down whether they agree, are not sure or disagree with that statement- 
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The views and opinions of the class would then be open to everybody, yet 
would remain anonymous. 

3 Another ploy would be to arrange the class statements in a long line. 
They could then be sorted out into groups representing (it is hoped) 
different shades of opinion. This sort of ‘secret ballot’ approach could be 
used with statements on specific issues, eg the idea of multilateral 
disarmament, the notion of a total arms freeze, ways of stopping nuclear 
Proliferation, and so on. 

An alternative to starting from pupils’ statements, which may be very 
restrictive, would be for the teacher to write statements about an issue, 
on separate cards. These could be taken from different leaflets and 
publications on the nuclear issue and quoted verbatim. Similar activities 
to those above could then follow, ie writing agree, not sure or disagree 
for each one, arranging and classifying the statements (which are 
statements of fact, which of opinion, where might these statements have 


come from?) and so on. 


3 Newspaper studies 
Another activity to encourage reading and writing would be to examine 
media coverage of the nuclear issue from different sources. For example, 
an editorial in the Sun, letters to The Times, features in the Guardian, 
Daily Mirror reports and editorials, or cartoons from different sources. 
Wall displays and collages could be made showing the quantity and 
quality of newspaper coverage, and in some cases magazine articles. 
Different newspapers could be compared. If possible, old newspapers or 
Copies of parts of them could be used to show coverage of present and 
Past incidents, eg newspaper reports of the Hiroshima bomb. 


All the language activities described here — looking at words and 
Phrases, the statements game and newspaper studies — are fairly simple 
and can be easily adopted and adapted by class teachers for their own 
use. 

The ideas presented in this section are offered as alternatives to a 
Straightforward ‘read and discuss’ approach. This approach has its place, 

ut pupils may soon tire of it. The value in many of the activities 
Suggested is that the existing knowledge and prior attitudes of the group 
can be revealed, sometimes anonymously. This feedback is as essential to 
à teacher dealing with a contentious issue as it is in teaching other aspects 
Of the curriculum, eg scientific concepts. In short, the teacher can. Stat 
“om where pupils are, in both their previous information and existing 
ro tudes, In addition, the activities allow the general principle of balance 
€ monitored and preserved throughout. ; 
a Pecific examples a sae of the classroom ideas described anen 
Ontained in a form which teachers can photocopy for their own us 
e Nuclear Issue.'® 
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Points which arise in classroom discussion 


In carrying out many of the classroom ideas suggested above several 
conceptual confusions are likely (from my own experience) to arise 
which need to be clarified. The onus of clarification will inevitably fall 
upon the teacher, who may be called upon to make distinctions between 
some of the conceptually confusing notions involved, such as disarma- 
ment, deterrence, pacifism and so on. This short section highlights just 
three of the important distinctions which need to be made, and which 


(again in my experience) are often confused in discussions of the nuclear 
issue at all levels. 


Deterrence and self-defence 


One of the confusions which often arises in discussion is that the idea of 
deterrence is equated with the idea of self-defence. People suggest, for 
example, that unless we have deterrence we do not have self-defence. 
This is a conceptual mistake which needs to be clarified. In fact, 
deterrence is one form of self-defence and (in the opinion of many 
people) an effective one. But it is not the only form of defence. In 
philosophical terms, deterrence is a sufficient but not a necessary 
condition of self-defence. The point can perhaps be made by describing 
the defence systems of certain other countries, eg Sweden, which has a 
strong and expensive policy of non-nuclear defence. 


Deterrence and non-nuclear deterrence 


This is similar to the distinction made above. A country may have a 
policy of deterrence yet not 


presumably the position of man 


logical extreme of this Argument is that every country should have its 
own nuclear deterrent, ‘If it’s essential for one it’s essential for all.’ 


Pacifism and nuclear Pacifism 


nuclear weapons as a threat, 
inciple. An equally important 
: : dvocate nuclear disarmament 
without advocating di ini l sense. This is a simple point, 
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The above are all conceptual points which will often help to inform 
and clarify a discussion on the nuclear issue with either children or 
adults. They are of more than academic interest — to pursue them fully 
could result in radical differences in viewpoint and policy. Further 
discussion of some of the complex issues involved in the nuclear debate 
can be found in: 

British Nuclear Weapons: For and Against by J. McMahan (Junction 
Books, 1981); 

Defence and Energy Issues, Science in Society, Book P (Heinemann/ 
ASE 1983). 

Both books are well worth reading for teachers about to tackle the 
nuclear debate in the classroom, but they are probably unsuitable for 
direct classroom use. 


Teaching resources for the nuclear issue 


Resources and sources 

Many of the resources available on the nuclear issue are said to come 
from one ‘side’ or the other. It would seem that most resources originate 
from the anti-nuclear or ‘peace’ groups. Contributors on the pro- 
deterrence side are often larger, government-related organisations such 
as the Foreign and Commonwealth Office, the Ministry of Defence, or 
the British Atlantic Committee. Between the two extremes there have 
been movements such as ‘Tories against Cruise and Trident’ (TACT). 
But, to my knowledge, there are no apparent teaching resources from 
groups arguing a line between the two ‘poles’ of unilateral nuclear 
disarmament and nuclear deterrence. A selective list of teaching resources 
is given at the end of this chapter. The list is necessarily highly selective — 
a comprehensive guide to teaching resources is contained in Nuclear 
Issues in Education: a teaching guide. 


Balance 

A teacher is faced directly with the question of balance in anaes on 
using resources in a classroom. There are three questions to be faced in 
Considering balance in this context: 


1 Quality: should the quality of resources from different sides z 
considered in balancing the equation? Resources from one source maT ar 
ull, boring and unimaginative; they may be printed on pe re 
Paper, with little visual impact; they may be cheaply ST cesta 
Presented. Should they be balanced against glossy, = Poa 
Materials presenting the opposite viewpoint? How far should quality 


Considered in determining balance? 
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2 Quantity: ‘never mind the quality, feel the width’. How literally 
should a balance of quantity be taken? Should a 20-minute talk by a 
speaker from (say) the Ministry of Defence be balanced by a talk of equal 
duration from a CND speaker? Similar problems occur in balancing 
videos, films, leaflets and booklets on the criteria of quantity and quality. 


3 The sphere of balance: how wide should the circle be drawn in 
considering whether or not school pupils receive a balanced presentation 
of the nuclear issue? Should the ‘sphere of balance’ include the home (eg 
parents’ views), newspaper reports (eg editorials in the popular press) 
and television programmes, all three of which are likely to be more 
influential than school curricula? Some teachers argue that pupils do not 
receive a balanced presentation outside school, therefore their own job 1s 
to redress that balance within the school. There are two problems with 
attempts to widen the sphere of balance. First, how is a teacher to judge 
or even to collect information on the ‘facts’ and views fed to pupils 
outside school? This is an impossible task. In addition, the information 
and attitudes pupils encounter outside school will vary enormously from 
one to the other. To redress the balance for all would require a separate 
curriculum for each pupil. Second, it would be politically unacceptable 
for teachers to present an unbalanced treatment of the nuclear issue 
within schooling even if they argued that their aim was to compensate for 
indoctrination from outside. Balance will be measured within the school 


domain by parents, politicians, governors, education authorities and the 
media, whether teachers like it or not. 


Evaluating material on the nuclear issue 


One of the key problems for a teacher in approaching the nuclear issue is 
that of evaluating the resources available. Many of the resources on offer, 
and indeed often freely sent to teachers, suffer from a major problem. 
They are frequently unreadable. Many leaflets and pamphlets from both 
poles would score as badly on the FOG readability index as a legal 
document. In addition, much of the jargon or terminology of the nuclear 
issue is totally new and may be off-putting to pupils with its talk of 
pre-emptive strikes, strategic and tactical weapons, civil defence plans, 
and so on. Add to this the over-complicated scientific explanations often 
included and you have a recipe for classroom confusion. 

Three other points need to be borne in mind by a teacher evaluating 
material on the nuclear issue: bias, accuracy, and datedness. 

The development of an ability to detect bias is perhaps one of the main 
aims of or justifications for dealing with any controversial issue. Most 


people would agree that pupils should be educated to detect bias in 4 
leaflet, book or television programme on an i 


l : n y contentious topic. But this 
is not an easy aim to achieve. The notion of 


‘bias’ is a difficult one. Fro™ 
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which standpoint should bias be judged? Is there some acceptable ‘centre 
of gravity’ from which views or resources from either side can be 
evaluated? In short, does bias lie in the eye of the beholder, or can it be 
judged objectively? The problem of bias will face teachers both in 
discussions and in evaluating teaching resources. 

An equally difficult quality to achieve in a teaching resource — and also 
to judge — is that of accuracy. In presenting scientific principles, strict 
accuracy sometimes has to be sacrificed for the sake of simplicity and 
readability. A fully accurate and technical account of, say, a nuclear 
explosion would neither be accessible nor relevant to debate on the 
nuclear issue. Another problem in the nuclear debate is that many ‘facts’ 
are in conflict. Exactly how many missiles the USSR possesses, and of 
what strength, is usually treated as a matter of opinion rather than a 
matter of fact. Similarly, there are conflicting data on other nuclear 
arsenals, on the countries capable of making nuclear weapons, on the 
effects of nuclear explosions and on the hazards of radiation. The 
boundary between fact and opinion is never sharp. 

The third criterion in evaluating teaching resources on the nuclear 
debate is that of datedness. New situations, developments in the arms 


Figure 2 Evaluating classroom materials: some points to consider 


Use and organisation ' , 
How did you use the material in your classroom? (Whole-class discussion, or 


small-group use, work in pairs . . . ?) 


Pupils’ reactions i 
How did pupils react to it? (Were they stimulated by it? Were they kept active?) 


Activities 
What activities were pupils involved in? (Individual written work, writing in 
Pairs, talk and discussion, role play - - - ?) 


Level 

Was the level of the material suitable for the pupils involved? Were the reading 
level and the conceptual level suitable? If not, for whom would the level be more 
appropriate? 


Bias 
From what source did the materials come? Are they very obviously biased, or 
more subtly biased? Would it be acceptable to use them with school pupils? 


Accuracy 
Are the materials accurate? When were they published? What original sources, if 
any, are referred to? 
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race, changes in the nuclear industry and even novel scientific ideas 
regularly arise which render previous knowledge and strategic thinking 
obsolete. Two major examples are the proposed Strategic Defence 
Initiative (or “Star Wars’ programme) in the USA, and the theory that a 
nuclear winter would result from a number of nuclear explosions. Both 
appeared in the media somewhat suddenly in 1984, and both have 
affected people’s thinking about the duration of the concept of deterrence 
in a fundamental way. 

I will not dwell further on the problem of finding and evaluating 
suitable resources on the nuclear issue (Figure 2 sums up some of the 
main points on evaluation). My main aim in this section, as in the bulk of 
the chapter, is to illustrate the complexity of the task of handling the 
nuclear issue in the classroom and including it in the school curriculum. 
The place of the nuclear issue in the curriculum is the final point I wish to 
consider — it is perhaps the most complex problem of all. 


Including the nuclear issue in the school curriculum 


The place of nuclear e 
debate which again ca 
opinion that a ‘piecemeal’ approach should be adopted to the nuclear 
issue, ie that the issu 
curriculum rather th 
the ‘horizontal’ as o 
coordinated properl 
can produce a far b 
approach. It has 


ducation in the curriculum is a matter of some 


proac| ng a range of teachers from different 
backgrounds and disciplines is likely to result in a more balanced, broad 
and pluralistic approach. I have argued these points more fully 
elsewhere. 1°, 


experience in, or enthusiasm for, dealing with 
ofte or, dealin 
controversial issues, i i j 


The main danger in a horizontal approach is that a lack of planning 
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and coordination could result in one of two things. At one extreme the 
key issues (if they could be agreed upon) might be covered by so many 
teachers in so many subjects that ‘overkill’ would result. Pupils might be 
heard to remark: ‘Not nuclear weapons again’. At the other, poor 
planning and careless coordination could result in a failure to cover all 
the issues equally well, or — worse still — in the involvement of only a few 
staff from a narrow range of subjects, eg the humanities. 

These problems can be overcome in three ways: by liaison between the 
staff involved; by possession of a suitable bank of resources which 
teachers can draw upon; and by the choice of a senior member of staff to 
coordinate the varied approaches and establish an overview of the 
nuclear issue in the curriculum. The suggestions are fine in principle. 
However, the difficulties of managing and organising the three strategies 
in a school environment are extremely difficult, if not insurmountable. 
Such difficulties will occur when any issue or ‘skill’ is introduced to a 
school curriculum in a horizontal fashion rather than having a timetabled 
slot. This is true of language development, computer-assisted learning, 
multicultural education, the issue of gender, peace study, problem- 
Solving, study skill or computer awareness. Few schools have succeeded 
in enabling those skills or issues to permeate their activity in a 
Ctosscurricular or horizontal way. 

As long as school organisation is dominated by a vertical, ‘timetabled- 
slot’ approach to curriculum planning, a coordinated, horizontal 
treatment of the nuclear issue is likely to be a rarity. My own view, which 

have argued for elsewhere,” is that new developments in education and 
Society will bring about a more ‘two-dimensional approach’ to curricu- 
um thinking, involving a horizontal treatment of key issues and skills 
across the curriculum in addition to the traditional vertical view based on 
‘forms of knowledge’ translated into subject specialisms. In short, a 
8estalt switch is needed in curriculum philosophy.”! 

7 hen such a switch comes about, then many of the controversial 
'SSues discussed in this book may receive the balanced, broad and 


Pluralistic approach which they deserve. 
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